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ABSTRACT-

Thirty Tearning dafsadisa ‘Pd thirty normally achieving fourth-

) grade boys were exposed 1o failure op Problem~solving task s Tollow-

‘/inc vhich they rJ'eived either tutor-;aliatlnce or self-instructional

training to induce Successfu)l é;periencel of coping vith failure, or

8 no-training condition. Effects of training veie assessed from per-

formance on a subsequent probleufsolving task and from o measure of

‘continuing motivation. For learning disabled boys, tutor-assistance

training was more effec‘.;e than self-instructional training for de-

Creasing the number or problgms-gn which thekchild gave up prior to

solution on the test task. Compared with their untraineq controls,

- learning disabled boys with tutor-assistance training solved more
problems and gave up fewer problems prior to solution. Training
effects were less clearcut for the normally achieving boys for whom
impaired performanceruas apparent only in the average time taken by
untrained boys on the test probdlems, Continuing motivation increased
with learning disableq boys vho had received tutor-assistance training
.and normally achieving boys without training. Normally nchieving'boys
without training attridbuted failure on the test task to the adoption
of specific task strategies whije learning disabled boys without
training att}ibuted failure to task difficulty.

Results were interpreted within a learned helplessness frame-

work. It was Suggested that the learning disabled boys' history of

iv
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failuwre had nnnuud to. novel Mhh\vm -situstions and that
e *

— ”"Ehsucminicn of uunod helplessness Yere apparent in the ines-
Ticient ’%uk ctutadu -d inpurd wfor:nc- of these children.
™e -nifuutioa ‘of learmed helplessness wvas less qvident for
normally tchiﬂin‘ children who uppeu-d to have developed active

"and independent ltmqtn for coping ¥ith fanwo.
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¢ CHAPTER ONR
1BTRODUCT 108 ‘ .

Somtext of the Provies

In recent years educetors have shown g groving tendency to
highlight the educatio sociological processes vhich contridbute
to student fajlure insteed of the individual or peychological variadles
vhich affect achievement . This trend is 1llustrated by the coasider-
able literaturs on the institutional causes of failure (e.g., Covington
& Beery, 1976, Glasser, 1975; Molt, 196k) and on the influence of
teacher expectations on PuPil performance (Brophy & Good, 197k).

Developments within inqtructional theory have also diverted
attention swvay from the individual's roiponlo to failure. Progremmed
learning techaiques, behavior modification procedures, and mastery
learning approaches have al) focused upon success-oriented learning
vhich frequently precludes the experience of failure. In these
Approsches the student's success is dependent upon the specific con-
‘tingencies of the instructional procedures. In the broeder learning
enviroment , .hovever. the highly structured procedures favored dy such
Approaches are rarely present and the child's early attempts at prodb-
lem solving may be only partially successful. Consequently, the coping
strategies children develop in these litu:tionl are an imgortant aspect

of the mth of independence and mastery.



Nlo‘m«lnhn 000uRts are aveiledle of enfldren's fellure-
ovoidast tasties (e.g., Covimmion & Boery, 1976; Jackosa. 1968) 1he
cupirical iavestigation of the specifie mechanions vhieoh mediate
‘M‘n PORSLIUNtive responses %o fudlape (o linited. e tavee-
tigagion of the {adepoadent coping otretegios ehildrea use MIMQ
oxposure u nuun in sehieovement sftwations fe, therefore. -n aree
requirinag th dmlm

The Htor-tm on “learned lulpxoua;u' (e.g., Dveck & Qpets,
1978) has shown that initigel OXpeTions®s of inadbility to cope with
failure may genrralize 1o that some children develop & learning set
of “helplessness” vhich iq 8ssociated vith passive and inefficient
strategies in prot.ue.-oontm s{tuatione. T™he recent learned help-
lessness literature has alsn indicated that trhege children can bde
trained to take @ more A&ctive role in their -*arning. An important
step tovards a clearer understanding of how childres learn to be .
either helpless or BRstery-oriented in achievement s{tuations, i-o to
identify fastructional procedures whfich influence children's coping

strategies.

Studier or instructiona; procedures which are concernetd with the

active and constructive role of the learner geusrally edopt a cogmi- °

tive approach to learning. A cognitive mode) aphasizee the import-
ance of understanding the Cognitive amd affective processes vhich in-
fluemce the learner's bvehavior (Vittroek, 1979). The conclusion of
the learned helplessness research that attridbutions for success and
failure are a critical factor {m the developmsnt of learned helpless-

ness in humans is consistemt vith this posttion. Prom e cognitive

4



perspective, theréfore, the study qf the student's cognitions in
achievement situations is essential to the analysis of children's
recciions to failure.

The primary obJective of the present study was to investigate
the effectiveness bf two training procedures, tutor-assistanqe, and
self-instructional, for reversing le;:ned helplessness in clildren's
problem-solving behaviors and for influencing children's contipuing
motivation to solve similar problems. A further objective was to
investigate the nature of children's causal attributipns for faiiure
within the experimental situation.

Definitions of the Major Concepts

Kailure. The child's lack of immediate success in a preblem-
solving sfituation.
Learned helplessness. The child's perception of the termina-

-—

tion of failure in a problem-solving situation as independent of his

responses.

Coping strategies. The child's responses which deal with
v

failure in a problem-solving situation.

»

Continuing motivation. The tendency to return to and continue

working on tasks away from the ihstructional context in which they
vere initially confronted (Maehr, 1976).

Attributions. The child's beliefs about the causes of success

and failure.

Tutor-assistance training. A training procedure which directs

the child's coping strategies toward help from an external source, the

tutor (experimenter). T~



Self-instructional training. A training procedure which directs

the child's coping strategies toward a self-instructional prompt (a
cue card).

Scope and Signiricalce of the Study \

-

4

The study was restricted to the specific behaviors and cognitions
associated with the experimental procedures which were design~d to en-
compass & miniature learnipg situation. No attempt was made to tap
generalized dispositions but the child's history of failure was varied
by selecting subjects from two groups of chil%gen, a group of normally
achieving students and a group of students who were receiving part—time
resource room assistance for specific academic difficulties., The
selection of the resource room students was based on the assumption
that children requiring such assistance would have experienced consider-
able failure in the school setting. )

A central problem for educators is the development of appropriate
intervention procedures ;itﬁ children who experience learning difficul-
ties. éonsequently, the s£udy‘s attempt to delineate some of the
variables which affect children's coping strategies with students who
were experiencing academic difficulties as well as those who were
achieving normally is of practical significance for the educator. The
study of methods of reversing helplessness also contributes‘to a
clearer conceptualization of the learned helplessneéé model, which to

date, has been uquirocal regarding the alleviation of learned helpless-

ness in humans (Miller & Norman, 1979).



CHAPTER TWQ

REVIEW OF THE RELATED LITERATURE

The Theoretical Perspective

The phenomenon of impaired performance following experimental ly-
induced failure was first documented in the early studies of psycho-
logical stress (Lazarus, Deese, & Osler, 1952). The focus of this re-
search was on the effects of stress on performance and theoretical
interest did not extend to the specific cqgnitive or affective pro-
cesses which mediated reactions to failure. 1In the past decade there
has been a reawakening of research interest in such performance defi-
cits, Primarily generated by the theory of learned helplessness
(Seligman, 1975, Abramson, Seligman, & Teasdale, 1978), but reflecting
also the contributions of the social learning and attribution thecories
of the sixties (Crandall, Katkovsky, & Crandall, l965£ Rotter, 1966;‘
Weiner, 1972), the recent studies have directed research toward the
cognitive and affective mediators of reactions to success and failure.

The term "learged helplessness" was first used by Seligman and
his associafes (Maier, Seligman, & Solomon, 1969; Seligman & Maier,
1967) to explain the behavior of an organism which, following exposure
to uncontrollable events, learns that responding is futile. A dis-
tinguishing feature of the helplessness theory is that it is stated ig
cognitive terms: the organism develops a cognitive representation, or

expectancy, that responding and an outcome are independent. A

5
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subsequent restatement of the theory (Abramson et'al., 1978), which

’

takes into account the constructs of attribution theory, refines the
concept of a cognitive representation. According‘to thF reformulation,
perceptions of response-outcome independence are affected by agtribu-
tions which may be stable or unstable, global or specific, and fnternal
or external, and which determine” subsequent expectations that outcomes °
will occur independently of voluntary rgsponses.

The attributional analysis enabled Abramson et al. (1978) to
distinguish the notions of universal and personal helplessness, where
the former refers to events which are perceived to be uncontrollable
for all people and the latter to events which are perceived to be un-
controllable for an individual. School failure, restricted here to
individual instances of failure in problem-solving situations, exempli-
fies the latter category of personal helplessness. Failure, in this
sense, involves the individual's belief that he is unable to cope with
the problematic situation.

The consideration of children's academic failure within the
framework of personal helplessness distinguishes it from studies of
universal heliplessness for which external causal attributions are
feasible. The cociological research on powerlessness and poverty
(Vance, 1973) and the early studies of human helplessness which in-
duced perceptions of uncontrollabj ity by administering noncontingent
aversive noise or electric shock (e.g., Fosco & Geer, 1971), describe
situations in which the individual can attribute uncontrollability to

environmental factors. According to the restated theory, personal

helplessness involves an internal attribution for failure. Consequently,



remediation is more concerned vith the development of personal coping
skills and perceptions of peraonal efficacy than with the alteration
of environmental contingencien,

Learned Helplessness ip Children 0

One of the first studies with children to adopt a learned help;
lessness framework (Dweck & Reppucci, 1973), idenQitlod fift:. crade
children as persistent.or helpless follo;ing expori.nn;ully—indnced
noncontingent failure on a block design task. The-ehildren's general-
ized attrib&tiqns for success and tlilurc to either of}ort or ability
were assessed from the Intellectual "Achievement Responeibility Scale
which measures children's acceptance of reaponsibiiity for academic
Successes and failures (Crandall et al., 1965). The study found that
persistent subjects showed greater ‘internal responsidbility for achieve-
ment outcomes than did helpless éhildrén. These children also tended
to attribute their success or feilure to effort rather than to aﬁility.

Helpless children have also been identified on the<£n;iAJ$£\‘\
school achievement. Butkowsky and Willows (1979) found that Grade 5
boys who had been identified as poor readers displayed characteristics
associated with learned helplessness following experimentally-induced
failure on nonverbal tasks. The findings indicate that attributions
mediated the generalization of initial failure with reading in a
classroom setting to a novel, nonverbal task in an experimental situ-
ation, Poor readers attributed failure to lack of ability, a stable
internal-dimension, and success to factors beyond personal control,
Both beliefs would lead to a low expectancy of success across a broad

range of situations and discourage further attempts to persist with



)
a difficult task. On the other hand, av

age ‘and good readers attri-
buted failure to more vu'igble.‘ factors and 4id not lubltcm.il*&’l lover
expectancies for future success follovin"ftilufc.

A further study (Diener & Dweck, 1978) identified groups of
helpless and mastery-oriented children on the basis of effort attri-
butions and fofind that whereas helpless children made the ex;-~cted
attribution to lack of abi;ity folloving a failure expérience. mastery-
oriented children engaged in self-monitoring and self-instructions con-
cerned vith remedies for failure. For the helpleas children, attribu-
ting failure to lack of ability seemed to {nterfere with the develop-
ment of strategies for coping in problem-solving situations and for
minimizing the negative effects of initial failure on a task.

&

According to learned helplessness. theory, perceptions of response-

outcome ipdependence are fostered by socialization conditions which

fail to provide children with successful experiences of control over

their environment. This hypothesis”ig supported by studies of the
problem-solving performance of chﬁidren from low socioeconomic levels,
where crowded living conditions (Rodin, 1976) and inconsistent rein-
forcement histories (Bresnahan & Blum, 19315 may reduce opportunities
for control of the environment. In similar vein, studies of the devel-
opment of competence in young children (Baumrind, 1973; White, 1975)
stress the importance of the mother's contingent responseﬂ!?vthe
child's verbal and behavioral signals. |

Specificity of helplessness effects has been associated with
specific sogialization agents rathef than general socialization’his—

tories. Girls and boys differ in their reactions to failure according



to vhether the agent of evaluation is admit or ndg. anle or female
(Dweck sh, 1976). Tewchers' differential use of negative feed-
back vit&yn eand girls also agffects the nature or\ causal attribu-
tions in achievement situations (Dweck, Davidson, lle\hon. & Enna,
1978). PFindings of this nature suggest that sex differences in sus-
c;i)tibility to learned helplessness can be l‘ccounted for by Adiffering

_attributional histories (Dweck & Goetz, 1978). (

To summarize, research vith children indicates that a learning
set of bclplonn.is can be experimentally ind:acct and that children's
reactions to failure are determined by their causal attributions for
the failure. Additionally, therg is some evidence that these effects
u;e paralleled in natural socialization contexts.

Retraining Attributions

Extensive studies on the relation of attribuvtion proc:‘aes to
achievement-related activities (Bar-Tal, 19T8; Maehr & Nichéils, \
press; Weiner, 1972, 1976, 1979) support the conclusion of the learned
helplessness studies that it is the perception of failure, rather than
the failure per ge, which determines the child's reactions to academic
failure. Recognition of the crucial significance of causal attribu-
tions for children's achievement hgs led to the development of attri-
bution retraining procedures vit:h:'!l-entary school children.

Dweck (1975) approached this task by teaching children to attri-
bute failure to insufficient effort. Twelve children aged 8 to 13
vho had been identified by the school psychologist, school principal,

and clasSroom teacher, as extremely helpless were assigned to either

an attribution retraining treatment or a success-only treatment for
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25 daily sessions. The t.v; treatrments involved training on identical
arithmetic problems, dut for the attribution treatment, failure trials,
for wvhich the experimenter verbally attributed failure to insufficient
effort, were also included., Following the training sesgions, children
vho had experienced attribution retraining improved or Linuined their
porrot.'ce on the criterion task and showved an increase in ‘'~ degree
to vhich effort attributions for failure were emphasized. Ig‘wn’.nat,
the perforu;ﬁce 9f the success-only group continued to deteriorate,
Dveck's (1975) study illustrates the feasibility of attribution
retraining procedures for reversing helplessness in children. Qualify-
ing Dweck's findings, howaver, is the restriction of the performance
and attribution changes to the spécific experimental tasks. Generalized
changes in responsibility for successes and failures, anxiety, and
failure avoidance were not obtained.. On the other hand, Andrews and
Debus (1978) claim to have demonstrated generality and durability of
retraining effects. These researchers used direct, situational pro-
.cedures to identify children who least frequently attributed their
failure to lack of effort. The sixth-grade children were then randomly
assigned to training conditions of either social reinforcement or
| social reinforcement plus tokens, for effort attributions on a block
design task. Both conditions increased successful performance on
parallel forms of the training task as well as two independ.ent tasks,
one week and four months following the training SCSI‘OD. Increases in
effort attributions and degree of persistence on a perceptual task

were also obtained.
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vith nursery school children vho had shown immature reaction to fa{lure,

In an isvlated eariy study, Keister (1943) sinilarly demonstrated,

that the use of training procedures vhich emphasize the child's own
~fforts in overcoming dirriculiion of task sclution could produce
lasting and generalized changes. It should be noted that the general-
ity effects obtained in the Keister, and Andrevs and Debus at dies
vere based on specific performance-based tasks and cognitions and not
the global personality messures which had failed to yield generalized
changes in the weck (197%) investigation. This pattern of results
Is consistent with Maehr's (197H) recent analysis of achievement mot |-
vation which proposes that at tention to the learmner's conscious
thoughts and perceptions about self and the achievement task wil] be
Oof more help to education Lﬁ:n A focus on personality change.
Successful attempts to alter causal attributions by changing
teaching strategics and classroom conditiéns have also been reported,
Heckhausen (197%) and his colleagues selected underachieving fourth-
grade children with a pronounced fear of fajlure and, with the coope-
ration of classroom teachers, integrated effort-attributional comments
for performance with daily classroom procedures. Following the four-
and-a-half month treatment period, failure was more frequently ascribed
to insufficient effort than to lack of ability and levels of aspira-
tion were less ‘requently lowered in the face of failure, Training
teachers to implement personal causation training in their classrooms
over a two-year period has also been effective for increasing the
academic performance and perceptions of personal responsibility of

sixth- and seventh-grade black students (De Charms, 1972, 1976).
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In summary, suc-easfyl sttempts to alter causal attributions
have used procedures which fuocus on lb.’fblo of effort ip ovotvoning
difficultien of task solution. Retrafning gffects have bheen demon-
® .
strated with apecif)c performance and attributional measures and with
longi tudinal programs for Integrating attributional training vith

nomal classroom procedures,

A_Coping Mode} of Change

The emphanh® of the attridution retraining studies on'
nttrib’uma to produce changes in performance is in marked
to the metr.d: of applied behavioral analysis which hav d

Y.

L4
the power of percc.rmance-based procedures for »rfeﬁ

changes, furrent developments within learning theory, which recogni:ze
the influence Lf people's self-directing capacities on behavior (Ban-
dura, 1977a; Mei-hentaum, LT7, Mischel, 1973}, are today substantial.y
reducing the d:vergence hetween the tvo approaches, Both perspectives
amphasize the mediating role of cognitive processes in behavioral
~hange , byt aldi*1 nally, the learning theorists focus on a micro-
analysis of Y. huv, r for explaining and inducing change. This concern
with componer.t t.enavioral capabilities has resulted in a greater
emphasis on the ~nping skills which produce effective performance and
expectations ,f personal efficacy (Bandura, 1977b).

Distinguiching tetween methods which are based on mastery and
methods whicl. are tased on coping is a further refinement of the more
recent performance-based procedures (Meichenbaum, 1977). Mastery pro-

cedures focus on experience of success; coping pProcedures encourage the

development «f tre individual's resources for dealing with the
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threatening situation. In clinical settings, coping procedures have
proved to be more effective than mastery procedures (e.g., Meichenbaum,
1971) for effecting change. If the distinction between mastery and .
coping is taken into account, attribution retraining studies provide
additinnal support for the effectivencas of coping proced.ires as a
vehicle of change. For example, Dveck's (1975) success-onl, or
mastery, treatment failed to reverse learned helplessness vherca. the

>
attribution retraining treatment, vhich included experience of coj.ng N
vith failire, ~ffectively reduced performance deficits.

The importance of learning tq cope with failure is also illus-
trated 1na italy which used partial reinforcement and attribution re-
training procedures to develogp reading pcrlistenée with children who
were experiencing reading difficulties (Chapin & Dyck, 1976). Partial
reinforcement 1nvolved variable degrees of exposure to success and
failure triais. [l'ersistence in reading vas jJointly facilitated by
partial reinforcement and attribution retraining but a success-only
condition failmd to increase persistence. The authors su;::st that the
occasiconal fallure involved in the partisl reinforcement procedures
combined with the attridbution retraining taught the individual how to
cope with the Q}sruﬂ‘iv» effects of fallure,

Attribution retraining procedures are designed to enable children
to interpret the causes of their failures (Dweck & Goetz, 1978). In
similar vein, verbal self-instructional procedures, which modify what
children say to themsrives about their performance on cognitive tasks

(Meichenbaum, 197%), may affect bchavior by altering children's self-

perceptions and self-verbalizations. Coping procedures in clinical
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sottings aleo involve self-instructions or verdvalisations which pus-
tain effort in dealing vith stressful situations (Bandura, 1977y,
Neichenbaum, 1971). Thus, the studies of verbdel selriinstruct ional
procedures further emphasize the significance of cognitive processes
for influencing behavior.

Despite their divergent theoretical faund‘kionl. the ¢ ‘njcal
studies of coping and the astridution retraining studies {llustrste
the parallel development of.procoduroo wvhich {ncorporate both cogni-
tive and performance-based modes of change. The combined findings of
both fields of research uupﬁort the position that atrategies for
overcoming personal helplessness should involve ty. development of
personal skills for coping with failure as vell as the self-perceptions
and verbalizations which mediate the individual's behaviorsl responses,
To summarize, evidence suggests that training procedures based
on a coping model which incorporates performance-based and cognigive
strategies will be more effective than mastery approaches for reversing
learned helplessness,

Instructional Influences on Conﬂinhig‘ Motivation

The phenomenon of continued interest in a task outside the con-
straints of a classroom probably underlies the philosophical essumption
that education is a continuous, and not a school-specific, activity.
Yet consideration of "continuing motivation" as an educational ouytcome
has received only limited research attention. The fev systematic
studies of the construct are currently drawing attention to the pos-
sibility that instructional conditions which facilitate immediate
classroom performance may have differing, and less positive effects on

continuing motivation (Maehr, 1976).
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Seversl uuto; have confirmed that teecher’, ovalustion proced-
Ures are a oritical influence on continuing motivation, Americen
ochoo] children (Kremer, 191‘6-. Maehr 8 Svallings, 1972) w8 lrentan e
school ehildren (Salilf, Maehr, Sorensen, § 'y.;}. 1976) have shown
continuing {nterest in a task after vorking on !.b-n.\m‘or cond{t tone
of self-evaluation. Ip coatrast, external eveluat ion oonditi. +.re-
duced subsequent motivetion in the task, although aegative offects on
{mmed{ate task performance Vere not odeerved. A study of the effect,
of two reinforcement conditions, knewledge of resultis and tamgidle
reinforcers, also found that the add¥tion TF an atrinsic revard to
an {ntrinsicelly interesting task reduced the subsequent (nterest of
third-grade sudjects in the tR8k (Sorenson § Maehr, 1976). Simjlar
findings have beer reported in studies of intrinsic -;uvu fon (Deci,
1975, LlLepper & ireene, 1978) vhere coaditions of surveillance and
oxtrinli-c revards reduced subsequent PONLERECUS ireterest {n the

.experi-cnul t:u.

Individual Jdifferences Bay also affect continuing motivation.
For .exnnplo. achievement motivation has bdeen ldentified as & crucial
antecedgnt (Msehr & Stallings, 1972). 1In this regard, it is likely
that learned relplessness vill be an important influence on Subee-
Quent intereset in a task. Maehr (19‘!&) Argues that individuals, such
88 the helpless student, who have developed s dias towvard interpreting
their performance in negative vays, are unlikely to develop and ex-
hibit continuing motivetion. A researchable question, thet‘tore, is /
the'_extent to vhich exposure to failure, s in the typical helpless-

ness experiment, wvill affect indices of continuing motivet ion.
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" The eovond Teoue relating to the theory of iearned helplesencss
CORCOrne the nature of tmmn procedures for nvonu. helpl essnces
Gfieire. Prea the nnput of the contimuing sotivetion reseeroh,
1V 1o probable thet training conditions vhioh differentially emphasiae

[

the roles of external aidq4 sad pereonal resources for reduc ' ng helpless-
ness vill aleo differeatiglly affect cont inuing iottnuoa fu- the tash.
In theoretical terms, this uou.pnoa ariees from the pramise (Meanr,
197€) thet the {ndividual 'vho Seoe Nhimaelf aa the initiator or comer
o his own dehavior vill eshibit continuing miv.!lon.

Toconclude, the study of continuing motivetion @8 it ipter-
relates vith an i1ndividua) variadble, learned helplessness, and o o{tu.-
&'ion variad.e, trairing conditions for reversing helplessness deficite,
should c.outrlbuto ‘. the theore*;cal explicetion f dotn continuing
Motiveation ar! . carned re.;.essness. Furtherwore, a study of the in-
‘erreiationsti; of the *wo variatles shou. 4 exjand our understanding
2f ‘heir relevar.e ', educet ; nal prectice.

Sumary -

The ..terature relating L‘j -earned helplessness indicates that
children can leve .| o learningt set of helplessness in aceademic situ-
ations. Additionai findings ‘ro thet Belplessness 1eficits can be re-
duced by changing children's sttridt{ons for success and failure.
Training studiec ais¢ syggest that 0icc@e8fu. experiences of coping
vith feilure ~an reduce he.piessress def.c:.'s. !sportent methodologi -
cal considerations relate to the .se of perfcrmance-dased procedures
and specific attribuitjor Reasures, and to the {;"ferential effects of

treining procedures on shor’- and -NNg-term pessures of performance.
" g



In this respect, continuing mdtivation, & behavioral indication of

continued interest in a task, is a promising construct for assessing

long-term training effects.

17



CHAPTER THREE

RATIONALE FOR THE STUDY

The Research Hypotheses

The primary objective of the sty was to test the hypothesis
that successful experiences of coping with failure would reverse
learned helplessness in elementary school children. Attribution re—
training studies (Chapin & Dyck, 1976; Dweck, -1975) and clinical tech.
niques (Bandura, 1977b, Meichenbaum, 1977) provide empirical supéort
for the premise which underlies this hypothesgé, that learning to
cope with failure is an important dimension of effective problem-
solving behaviors. To refine further the notion of coping in an ac-
ademic context, the study investigated the effectiveness of tw« - ~min-
ing procedures, tutor-assistance and self-instructional, wk -
regarded as potential strategies for coping with failure. ~r. Crel—
ing procedures were also designed to parallel typical instructional
procedures in elementary schools.

In accordance with the cognitive framework of the learned help-
lessness and cognitively-oriented learning theories, the two training
conditions combined a modified effort—aétributional procedure with
performance-based strategies to train children to perform success-
fully on an initially failed task. The attributional procedures
attributed successful task solution to the child's task strategy in

preference to the more generic attribution to effort. Similarly,

18
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following initiaj failure on the task, the attributional procedures
emphasized the child's failure to adopt the Specific training strategy
ratherithan his failure to try. This refinement of the attributiona]
procedure arose from the greater emphasis the present study placed on
the significance of coping strategies for reversing helpiessness.,

By adopting the modified effort-attributional procedur > the

bution retraining studies, the misconception that it is effort alone
which produces effective performance. As the work of Nicholls (1976,
1978) has pointed out children eventually learn that effort is an
insufficient prerequisite for academic Success. With thig constraint

in miﬁd, the present Study attempted to develop a procedure which
integrated renewed effort with the adoption of a specific task Strategy.
The study thus appears to have potential for overcoming the problems
associated with the earlier retraining studies' neglect of the behavio-
ral (or skill) components of effective performance.

A second objective of the study, derived from the research on
continuing motivation (Maehr, 1976), concerns the expectation that
training cond:itions which differentially émphasize the role of exfernal
aid and personal resources®for coping with failure will differentially

influence continuing motivation. To thig end, it was hypothesized that

continuing motivation than would tutor-assistance training. The gener~
alization of short-term training effects to classroom achievement was
not expected, or assessed, Consequently, the assessment of continuing

motivation in the bresent study also provided some indication of the



generality of the training effects from a behavior which was relevant
to children's long-term achievement and conceptually and temporally
distinguishable from the experimental situation.

The Significance of a History of Failure

Tc vary the history of fajilure brought to the experimental situ-
ation, learning disabled chi&dren who were receiving part-tim. -esource
room placement for specific learning problems, were compared wit)
normally achieving students, The term "learning disabled" is currenu .y
used to de- ~ibe children with comparable levels of intelligence to
normally 1eving children but who are experiencing difficulties with
specific subjects (Lerner, 1976). The learning disabled student re-
ceives most of his or her instruction in regular classrooms b:t is, in
addition, assigned to remedial tuition in resource room programs.
Because of the greater incidence of boys in resource room programs in
the elementary grades, and the videapread findings of sex differences
in causal attributions for success and failure.(DVeck & Bush, 1975;
Dweck & Reppucci, 1073, Nicholls, 1975), learning disabled boys were
selecfed for the study. The predominance of language and reading
problems with learning disabled students (Lerner, 1976) guided the
adoption of the nonverbal experimental tasks.

Learning disabled children are characterized by an absence of
active and e}}icient task strategies (Torgesen, 1977) and greater ex-
ternal perceptions of success compared with normally achieving stud-
ents (Chapman & Boersma, 1979). Such characteristics suggested that
the inclusion of learning disabled studeqﬁ; in the study could sub-

t4
stantially qualify the overall research hypotheses,

20
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If learning disabled children are less active and more externally
oriented in achievement situations it follows that training procedureé
which emphasize the use of eiternal resources for coping with failure
should ﬁe more effective for }eversing helplessness than procedures
which place a greater emphasis/on the child's personal resources.
Furthermore, children with a history of failure are likely t. reject
unexpected success (Mettee, 1971). By allowing the 1e;rning disatled
child to give some credit for success to the help of an adult, tutor-
assistance training should also reduce the threatening aspects of con-
tinued involvement with the task. Conversely, normally achieving
chfldren, who are more internally oriented in successful achievement
situations (Chapman & Boersma, 1979), would be expected to perform
more effectively and show continuing interest in a task under training
conditions which emphasized'the child's personal resources for coping
with failure. On the basis of the;; expectations, the study has
attempted to associate differential instructional, or training,
effects with an individual variable, the student's history of failure.

Pilot data had confirmed that normally achieving and learning
disabled students exhibited differing patterns of performance follow-
ing the induction of success and failure on the experimental tasks.
Consequently, the following.hypotheses were stated separately for the

normally achieving and learning disabled groups.

Hypothesis la. Self-instructional training will be more effec-

tive than tutor-assistance training for reversing learned helplessnessh

with normally achieving children.

&
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Hypothesis 1b. Tutor-assistance training will be more effective
than self-instructional training for reversing learned helplessness,

with learning disabled children. ‘l

Hypothesis 2a.. Self-instructional training will have a more

positive influence on continuing motivation than tutor-assistance

training, with normally achieving children.

Hypothegis 2b. Tutor-assistance training will have a more

*
positive influence on continuing motivation than self-instructiona.
training, with learning disabled children.

The Assessment of Learned Helplessness - o

» 7

From the perspective of learned helplessness theory (Abramson
et al., 1978), children who do not experience success in coping with
failure would be expected to show signs of learned helplessness on a

.
subsequent task. Continuing motivation theory (Maehr, 1976) suggests
further that helpless children would not develop continuing motivation.
Thus, in terms of the expected helplessness deficits in the gbsence

of training, the research hypotheses can be stated as follows.

Hypothefis lc. Children who do not receive training will ex-

hibit learned helplessness.

Hypothesis 2c. Children who do not receive training will not

exhibit continuing motivation.

The Role of Attributions

A secondary objective of the study was to investigate the nature
of causal attributions for failure both before and after tralnlng The
reformulated theory of learned helplessness (Abramson et al., 1978) pro-

poses that success modifies attributions along a global-specific
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dimension. Pilot verbal responses to the attribution question "Why
d? you think y&' had trouble solving the puzzle?" following experi-
mentally-inducedgailure had indicated that causal attributions tended
to focus on spoci;ic strategies and task characteristics rather than
the generic, and Wore abstract concepts of ability, effort, or luck.
The specificity of the pilot attributional data raised the poraibility
that children's attributions, which a?e slicited by open-ended q%i,-
tioning techniques, are conceptually distinguishable from the generic
attributional categories on which the attributional analysis of
learned fielplessness is based. Some support for this argument is
found i‘_)ie work of Q}ener and Dweck (1978) and Nicholls (1978) where
task-oriented verbalizations are distinguished from causal attributions
in problem-solving situations. An appropriate test of the global-
specific hypothesis did not, therefore, seem tenable on the basis of
the pilot study.

Open-ended questions are more likely to yiela situationally-
specific responses than the forced-choice procedures of the earlier
attribution studies (e.g., Andrews & Debus, 1979; Butkowsky & Willows,
1979; Dweck, 1975). By adopting the open-ended questioning technique
in the main study, it was felt that procedures which tap children's
cognitions of specific successes and failures would provide a sounder
basis for understanding the processes of change than would the use of
global measures which inadequately reflect the contingencies of the
experimental situation.

In view of the salience of self-monitoring and self-instructions

for mastery-oriented children (Diener & Dweck, 1978) and the passivity



of learning disabled children': task strategies (Torgesen, 1977), it
vas expected that normally achieving children would be more task-
oriented than Jearning disabled children. In the light of the specific

strategy-oriented responses vhich were evoked by the attribution ques-

‘e

tion in the pilot study, it vas expected also that the causal attribu-
tions of normally achieving children would be more strategy-.: iented
than those of learning disabled children. Accordingly, the fol.owing
hypothesis was formulated.

Hypothesis 3. Normally achieving children will attribute fail-

ure to the adoption of specific task strategies more frequently than

will learning disabled childrern,



"HAPTER FOUR

METHOD

Sub}ects

Sixty fourth-grade tov. from eight Edmontor. Public Schoo. ...ard
schools serving predominant iy middle class areas, participated in t:e
study. Two &roups were inclujed: <~ boys who were currently receiving
part-time p.acemer* in resour-e rooms and 3C normally achieving boys
who were random.y selected from the same regular classrooms as the
resource room boys. flacemen*t in rescurce rooms had been made on thre
basis >f normal intelligence and i 1/0 or more years deficiency 1in
reading and/.r ‘Angiage acnievement, [n accordance with the criteria
defined by lerier | 7 +pa resource room boys were designated the
learning 4isa: .ed Rroup. Resource room boys with serious emotional
or English-aﬁ—s~n»nd—ianpuage probiems, or who were avaiting full-time
special clas- f.:ment, and regular class boys who had repeated a
grade or received prior resource room placement were not included in
the study. Descriptive data for learning disabled (LD) and normally
achieving (NA' groups are presented in Table 1.

. “Chronological ares, and rather's socioeconomic status at
time of enrolmen* 1id no-* 1iffer significantly for the two groups.
Socioeconomic sta*.s was ortained from the Blishen Scale, a socio-
economic scale for xceLipations in Canada (Blishen, 1967). Learning
disabled boys had obtairied significantly lower verbal scores on the

25
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lable |
Descriptive Characteristics® of Learning Disabled

&
and Normally Achieving Boys

ID (n = 3n) NA (n = )

. - b
Variable M 3D M sD ¢
Age

in months L1F .13 +.99 114,463 S.LT 1.67
Socioeconomic

status o3y oL ut Gl.o0 K.97 0. 30
Cdn., Cognitive
Abilities Test

Verbal ie . 37 3.9 107,67 7.55 b.22%

Quant . 9.9 - 10.°8 150,58 14,76 1.77

Nonverb. 9¢.h0 1L 12080 14,86 1.51
Grade Point

Average RS PN 3,47 N.L9 L,o3e

* p .01

a Mean values were inserted for missing data.

b d4df = S8

Canadian Cogritive Abilities Test (CCAT-Thorndike, Hagen, & Wright,
1974), in Grade 3 X(LD) = 0L.33; X(RA) = 107.67, t(58) = 6.22, p < .001),
but quantitative and nonverbal scores did not differ significantly.

School achievement, which was assessed by Grade Point Averages

obtained from end-of-year report card grades in Grade 3, also differed
significantly (X(LD) = 2.86; X(NA) = 3.47; t(58) = L.23, p <€ .001), in-
dicating a generally lower level of achievement for LD boys. For this
analysis school grades were converted to a 5-point metric with the

range 5 (A or Excellent) to 1 (E/F or Inadequate).



The Experimental Design

Me four phases of the utudy are jillustrated in Figure 1. The
LD and MA subjects were randomly assigned to one of three conditions:
tutor-assistance, 8'-1f'-inmructif)nll and no-training, to form a 2 x § ¢
factorial design. FPhase 1 comp;iaed the experimental indu-tion of
helplessness through the administration of the Failure Task - all
subjects. Fhase 2 was the training phase which exposed the twc - min-
Ing groups to successfu; experiences of coping with failure and the
no-training . control’ Rroup to a neutral task. lhase 3 tested for
helplessness «:fecets 5n meedxa?e~task performance with the administra-
tiorn of the ‘iccess Task to al. subjec*s. Fhase 4 attempted to assess
the generality ! ‘ei;iessness and traifning effects with an optional

task 1esigned *, meagyre continuing motivati 'n.

Tasks
Failur~ Task. The Fajilu.ure 7ask rconsisted f two solvable and
Six unsolvabi» network juzzles. Each network was a line diagram

‘ “
approximately « -m Sliare,  The two solvable networks had been selected

on the basis .! ;.. * iata which indicated they were of realistic
difficulty leve. ¢5r ._year-olds requiring a mean time of L8.10 seconds
Lo reach a sc.ut 5. The unsolvab.e networks were constructed with an
equal number 5f . ines to the solvable puzzles to equate them for per-
ceived difficul'y. Iub'mc*s were required to trace all lines without
retracing a line or lifting *heir pencil. A copy of the Failure Task
is presented in Aprendix A.

Training Task. The materials for the training task consisted of

27 attribute cards which varied according to the attributes of shape,
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color, and number of objlects. On each training problem subjefts vere
required to form a logical sequence by completing & set of five cards
for vhich the first and last cards had been 1dentified. To forms s
sequence it vas necessary to link each card to the previous card by
twvo common attributes, For example, the attpPibutes of -“ape and
color could te maintained and *he attribute f number ~f ob'~ *4
varied. Initia, failure on *te ‘raining prot.ems was manipula’ . @,
presenting each jprot.em as a ! .med énuk: Folloving 1nterrupt{nn.
which constit.*»1 “mai1..0e .! *he protiem, *he tralning conditions
vere introduced. The *utor-assistance condition provided firect el
from the exper.me:*er wii'le *:m ga foirngtric® i nal condition directed
the child to refer © . a i€t I “ue -aris as ar aid to task sio.ution.
“he cue caris - .rresponded .. *he three attributes of shaje, color,
and number of “tlects. The materia!s for the Training Task ani

instructions for the.r .se are presented 1in Arpendix B,

Success Task. The Success Task consisted of six tangram juzzles

wvhich involved *he manipulation of five pieces: four triangles and a
parallelograr, *  rejroduce a series of shapes. Filot testing had in-
dicated that 'he ;uzzles were of an intermediate difficulty .eve. re-
quiring an average *ime of 1.l seconds to reach a soiution. Materials
for the Success Task are illustrated in Appendix ..

Optional Task. The lp*.unal Task, presented at The end ¢ the

experimental procedur~s, was used tc assess8ontinuing motivation for
the two experimenta! ‘asks .n which the sut'ects had worked independ-
ently (i.e., the Faiiure and Success %asks' . The sublects were asked,

if they wished, *c ch-ose one of three options which they coyld take



home fop & spare tige &Clivity. The riret Hptiua ‘omprised a booklet .
]
of petvork purtles similar . "he Faliure Task, the second uption e

booklet of tasgram pustlen - .m. ar to the Suc-ess Task, end the thire

A sl note pat . by °. ‘m. tolloving pilo testing vith several
bospible activities for tre * .rg OpPti 1, the ;4! had teer selected qs
& neutral ectivit, wvi*r an 1. mediate .eve! at'ractivene - for

)

nine-yeqr-old btoys. “The mAter.ia.- 7 r *the Ipti"na. Task vere ®,.n e
for color and dimenn. na. 1 e 7irst 'w. Moies vere expected * .
indicate -un';n..ng v ovatior T o el juzilen ang e *Rirq ~hoce o,
indicate genera. .- . T rell e ey effans SMe 0L na. Tasa }e22.08
Are presertec v\ erntix

{ependen: Year.at e

He i i=3snrus =ffe ", e resénce 7 rel].easness @7 fe 'y

immediate task perf o rmance wn: assessed Yy ‘'res erf.rmance Beasures
v1) the number -¢ TUITAIY 8L T LIS 1 *'e Success Task, . the ngter
T Success Tasx ;r ' . em:. “rom w.. - ‘e chi.d vithirev, or gave up,
Prior to solut: .r., arg - “he mean time ;er 7ot lem On the Success
Task.

ContznuAgggnotxvntion. Tre presence of Lntinuing motivation vas

assessed from *he numrer 57 continuing motivatisn “hoices and the number
of noncontinuing motiva®ion ~hoices on the Jrtional Task. Since the
majority of *he -ontinuing mctive*;. r. choices '39%) favored the tangras
putzles, the network ;nd “angras puziles wvere ~ombined for the data
analysis. . -

Attridutions. Following bo*h the Failure and Success tasks,

children's attributions for fai.ure vere e.icited by the question
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"Why do you think you had trouble solving the puzzles? " ,Pilot data
had indicated that a significant number of 6don{t know" responses
would occur in response to the attribution question. Consequently,
two probe questions were alsc included as a further attempt to elicit
perceptions of task\performance. The ®irst probe question asked "What
did you think about when you were stuck on a puzzle?" and th. —ecoend
question, "Why did you give up before solving some of the puzzl.g: "
Subjects who successfully completed all the Success Task puzzles weye
asked the first probe question instead of the attribution question.

o .

All responses were tape recorded and éubéequently coded into
categories derived from the pilot data. Interjudge reliability was
established sep&rately,_for.each category, and for the Success and
Failure tasks, by two independent Judges. Per cent agreement ranged
from 85% to 120% for the separate categorises and was 94% overall. The

coding categories were as follows: »

1. Personal strategy. The subject referred to his own responsi-

bility for failure usually with reference to a specific action or
strategy related t. task performance.

2. Task difficulty. The subject attributed failure to the dif-

ficulty level of the tqfk.

3. Time. The subject attributed failure to insufficient time.

L. Don't know. The subject failed to respond or said that he
did not know.

The first three categories were regarded as attributional res-
ponses. A personel strategy attribution combines an internal attribu-

tion (ability) with an external attribution (task requirement) and
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iqy%ies personal responsibility for the adoption of a specific task
Str‘iegy. Attributions to task difficulty and time are external.
Examples of the responses and criteria for coding are included in
Apbendix E.
. 3
. ,b In the case of the probe questinns a small number of internal
attributions (ability or effort) were recorded. Separate re. ‘ability
eatimates wér? not established for the internal attributional res-
ponses because of their infrequent occurrence but consultation about

each response indicated 100% agreement.

Descriptive Variatbles

Spontaneous verbalizations. Since spontaneous verbalizations
L]

are indicative of helpless and mastery-oriented behaviors (Diener &

Dweck, 1978), spontaneous verbal data were gathered for interpretive .
purposes. All spontaneous verbalizations from the Failure and Success

tasks were tape recorded and subsequently coded into categories derived

from pilot data. Interjudge agreement ranged from 75% to 100% for the
separate categories and was 85% overall. Of the total number of verb-
alizations, 13% were dropped from the analysis because of lack of

agreement. Gubsidiary categories were grouped into three major cate-

gories.

1. Success-oriented verbalizations. Self-monitoring statements,

self-instructions, statements of task completion, and statements of
positive affect.

2. Failure-oriented verbalizations. Task-irrelevant statements,

statements ot task difficulty, statements expressing withdrawal from

the task, and statemeats of negative ect.
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3. Questions. Task-related questions.

Further details of the coding categories and examples of each
category are presented in Appendix F.

Behavioral observations. An attempt was made to assess the

effectiveness of the helplessness induction procedures by observing
each subject's spontaneous behaviors during the helplessnes: induction
(Phase 1) and immédiate test phase (Phase 3). An event-samplirng pro-
cedure was used to record noises, gestures, and loocking at the examiner.
Subsequent data analyses, however, indicated extreme variability of
response and an abscnce of group or condition effects. Consequently,
the behavioral observational data were eliminated from the analysis and
presentation of results. In view of this strong individual difference
factor in the behavioral data, future investigations of the relation-
ship of spontaneous behaviors to learned helplessness may need to devel-
Op more sensitive indices of the behavioral manifestations of learned
helplessness.
Procedures

All mencure. were individually administered by the investigator.
‘Bach subject was taken to a small room containing a table and two
chairs, and was seated at one end of the table facing the investigator.
All behavioral and performance data were recorded on separate record
sheets for the Failure and Success tasks., All verbal data were tape
recorded and timed data recorded with the aid of a stopwatch.

To introduce the procedures the subject was told that the experi-
menter was interested in how boys his age solved problems, and that he

would be asked to solve some puzzles. To elicit perceptions of the

»
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puzzles as problems but at the same time maintain a nonthreatening
atmosphere the instructions continued as follows.

Puzzles are like problems ana [ want you to think about

them Just as you would when you are solving a problem.

Some of the puzzles are like problems you work out at

school and some are like puz..es you can do in your

spare time at home.

Phase 1 was introduced with a description of the networ: nuzzles
which constituted the Fajilure Task. The experimenter demonstrat« i how
to trace a network without retracing a line or lifting the pencil, and
how to start on another copy of the puzzle if a'mistake occurred. In
an attempt to elicit spontaneous verﬁalizations from the subject the
demonstration trial included modeling of self-instructions and self- ’
monitoring statements by the examiner. The subject was then given a
practice triai with a second solvable network. Each network was
presented with duplicate copies in a pile about 1 1/2 cm thick.

The two solvable and six unsolvable puzzles we;e placed in front
of the subjJect 350 that the solvable puzzles would be attempted first,

and the following iustructions given.

There are cight network puzzles here for you to do. Start
with the first pile and when you have finished move to the

next pile. If you have trouble with a networ u can
leave it but you must not go back to it agai ildren
your age usually need about 10 mjnutes to sol hem all so

I will tell you to stop after ¥0 minutes. Start now.
If an incorrect solution was given the suﬂjéct was toid "No, that is
wrong. Do you want to. keep trying or move on to the next puzzle? "
If the subject persisted with an unsolvable puzzle for three minutes
he was reminded that he could move on to another puzzle if he wished.

The three minute prompt was included on the basis of the pilot data



which had indicated extreme variability in‘task persistence. Follow-
ing completion of the Failure Task the subject's causal attributions
for failure were elicited by asking him why he thought he had trouble
solving the puzzles. -

Phase © comprised the training conditions. Both training con-
ditions were introduced with the words "The next puzzles arc ralled
sequences. This time if you have trouble solving the puzzle you can

do something to help yourself work it out.” The attribute cards were

then spread out in front of the subject and the attributes identified

by ‘;' examiner. For the tutor-assistance condition, the examiner
deéEEZtrated how to form a sequence By completing a training problem.
A practice training problem card was then placed in front of the sub-
Ject with the following instructions.

Herre is a sequence for you to practise with. If you are

having trouble there is something you can do. You can

ask me to check each card you choose to help you to work

out the sequence.
Ten problem cards were placed in front of the subject. Problems 1 to
S were failure trisls for which failure was manipulated by interrup-
tion after 20 seconds. Problems 6 to 8 did not manipulate failure
but maintained the training condition, tutor-assistance and feedback.
Problems 9 to 10 were success trials and eliminated tgg tutor-assist-
ance condition providing only knowledge of results upon completion.

Following interruption, the subject was told that he had ex-

ceeded the time usually taken by children his age to select a card,

and the correct card was identified by the examiner. If an incorrect

move was made the error was pointed out and the subjlect reminded how

" 35
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to check the attributes. After the completion of each training prob-
lem the sequence was checked by the exaﬁiner and the subject told A\
"Good. You've found a way to work out the sequence.,"

The self-instructional training condition maintained the same

order of presentation for demonstration, practice, and training. prob-
lems but differed in the nature of the instruction and the L e of
activity engaged in by the child to reach a solution. For the demon-
stration trial, the examiner modeled the use of the cue cards as |
prompts to check the three attributes, and for checking each card
after it had been placed in position. The modeling also included
verbal self-instructions and verbal checking of the solution. The
practice triasl was introduced with the following instructions.

Here is a sequence for you to practise with. If you are

having trouble there is something you can do. You should

check the cue cards to help you to work out the sequence.
Following the interruption, the subject was reminded to check the cue
card and following an incorrect move he was told that he had failed
to check the cue cards. After the completion of each training problem
the subject verbally checked his solution and was told "Good. You've
found a way to work out the sequence."

. Subjects in the no-trainigg condition were told that the experi-
menter had some things to sort out for the next puzzle and that they
could use some cards for a while. The attribute cards from the Training
Task were given to the subJect who was then left to work independently.
While the subject was using the cards the experimenter unobtrusively
recorded the nature of the activity engaged in with the materials. When

an equivalent time to the training period had elapsed the subject was



told that the experimenter was nearly ready and that he could put the
cards together again. To ensure that an equivalent amount of experi-
menter-sub)ect interaction was experienced across the three conditions
the experimenter chatted briefly with the subject about school activi-
ties before proceeding with Phase 3. -
Phase 3 assessed helplessness effects on the Success Tu.:. The

tangram puzzles were introduced with a demonstration of the corr~¢t
solution for a L-piece tangram, and a practice trial with a second
L-piece tangram was given. The 8ix S-piece tangram puzzle cards were
rlaced in front of the subject with the following instructions.

There are six tangram puzzles here for You to do. Start

with the first puzzle and when you have finished move to

the next puzzle. 1If you have trouble with a puzzle you

can leave it but you must not go back to it again. I

haven't tried these puzzles with many children your age

80 I don't know how long it needs to solve them but we'll
try 10 minutes. Start now.

negative effects arising from the 10 minute time limit. In particular,
it was hoped that the presentation of.the Success Task in this way
would reduce automatic comparisons between the Failure and Success
tasks, ‘A 10 minute time limit wac imposed on both tasks to permit
comparisbn of the observational data.

When the 10 minutes had elapsed the subject was stopped and the
examiner demonstrated the solution of the last puzzle to reduce the
pPossibility of a Zeigarnik effect (Butterfield,‘l96h; Van Bergen, 1968)
which could interfere with the subsequent use of the tangrams as a
measure of continuing motivation. The subject's causal attributions

were then recor‘d .
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Phase 4 used the Optional Task to assess continuing mqtivatiun.
After the compietion Of the Success Task the subject was told that,
if he wished, he could choose one of three things to take home to use
in his spare time, some more networks, some more puzzles, or a note
pad. The examiner indicated the booklet of networks, the booklet of
tangrams, and the pad, and told the subject he could choose o' = and
p;ace it in an envelope. While the subject was making a choice “te
examiner occupied herself with the experimental materials in an
attempt to reduce perceptions of siurveillance. When the subject was
ready the experimenter said th,x she would keep the envelope until she
had finished at the school and would then give it to the classroom
teacher. 1In order to reduce the possibility that subjects would djis-
cuss the experimental procedures with children who had still to be seen,
each subject.was asked not to talk about the puzzles with other chil-
dren until he had received his envelope from the classroom teacher.

All children were thanked for their participation and told that

'

they had performed very well on some difficult puzzlies. To reduce any
negative effects resulting from the experimental procedures, subjects
in the no-training condition who had not experienced success in coping
with failﬁre were given two solvable network puzzles to solve as they
were about to leave. The networks were described by the examiner as
puzzles which she had not tried out with other children and the boys
were asked if they could spend a few minutes trying them out before
they returned to their classrooms. In each case the puzzles were
solved and the subject was told "You have really caught on to the

puzzles this time."
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Predictions
The hypotheses, rephrased in terms of the operational definitions
of the conceptual variables, were formulated as the following predic-
tions,.

Prediction la. Normally achieving boys who receive self-instruc-

tional training will (1) solve more problems on the Success ... ¥, (2)
give up fewer problems prior to solution on the Success Task, and (3)
take less mean time per problem on the Success Task, than normally
achieving boys who receive tutor-assistance training.

Prediction lb. Learning disabled boys who receive tutor-assis-

tance training will (1) solve more problems on the Success Task, (2)
give up fewer problems prior to solution on the Success Task, and (3)
take less mean *“ime per probtlem on the Success Task, than learning dis-
abled boys who receive self-instructional training.

Prediction lc. Control boys who do not receive training will

(1) solve fewer problems on the Success Task, (2) give up more problems
prior to solution on the Success Task, and (3) take longeg mean time
per problem on tle Success Task, than boys who receive training.

Prediction 2a. Normally achieving boys who receive self-instruc-

tional training will make more continuing motivation choices than
normally achieving boys who receive tutor-assistance training.

Prediction 2b. learning disabled boys who receive tutor-assis-

tance training will make more continuing motivation choices than
learning disabled boys who receive self-instructional training.

Prediction 2c. Control boys who do not receive training will

make fewer continuing motivation choices than boys who receive training.
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Prediction 3. Normally achieving boys will give more personal
strategy attributions for failure on the Fajlure and Success tasks
than will learning disabled boys.

Data Analyses

Three C-way (group x condition) analyses of variance were
carried out on the Success Task dependent variables, viz., (i number
of correct solutions, () number of problems given up prior to soiu-
tion, and (3) mean time per problem. Hypotheses la and 1b were tested
by planned orthogonal contrasts of the tutor;assistance and self-
instructional means, for the 1L and normally achieving groups. Hypo-
thesis lc was tested by planned orthogonal contrasts of the control
group mean and the average of the two training conditions, combining
the LD and normally achieving subjects for the analysis. In addition,
individual celi comparisons were carried out by the Dunnett test, a
specialized multiple comparison procedure for use when comparisons are
limited to control-experimental contrasts (Winer, 1971).

Chi-square proceeures were used to test hypotheses two and three.
Individusl celi comparisons were carried out by the Z test for the
significance of differences between proportions (McNemar, 1969). In
addition, the attrivutional data were analyzed by the McNemar test for
the significance of changes (McNemar, 1969).

Several ancillary analyses were carried out. Because of hetero-

[

get'y of variance considerations, spontaneous verbal data were dicho
tomized at the mepian and analyzed by the Median test (McNemar, 1969).
The mean time per problem for the success trials and for the failure

trials on the Failure Task werec analyzed with t tests to determine any
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performance differences betveem and normal achievers prior to the
training phase (Phase 2).°

Uses of the attribute cards by the no-training control subjects
vere coded into active and passive uses and analyzed by the chi-square
test. Active uses included classifying the cards by their attributes,
and creating designs based on the attributes. Passive uses i -~luded
spreading the cards on the table and then packing them up again imme-
diately, and looking through the pack of cards without any attempt to
reorder or classify the cards, Interjudge agreement for the two
»categories was 100%. All tests of significance used in the data anal -

yses were 2-tailed,
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CHAPTFR FIVE

RESULTS AND PRELIMINARY DISCUSBI?'

The first research hypothesis that successful experien - n of

coping with faijure will reverse .earned helplessness was testet “rom
jerformance on *he three Succesg Task dependent variables. onside, a-
tion will be given 1nitially to the results of the ‘hree separate
anaiyses and *he: *, AL integration of the findings from the three
ana,vses, .
Table . iresents means, standard deviations and F ratios for *the
mear. number of ~orrect solutions ®n the Success Task. Figure O plots
the means for the LI and normally achieving groups as a function of a
training condition. A condition effect was obtained (F(2.%L) = 3.068,
P <€ .055) but *here were no significant group or interaction effects.
The planned 'rthogecnal contrasts of the two training conditions failed
to yield sigr.ficant iifferences between the tutor-assistance and self-
instructional ~cnditicns for either the LD or normally achieving
groups. When the training condi+ions vere compared with their controls
by the Dunnet: *est the source of the condition #¢fec- was revealed as
& significant difference betweer the tutor-assistance and no-training
conditions (X(LD-TA) = 4. 4; X(LD-NT) = 2.8; t(3,54) = 2.555, p < .05)
for the LD children. The seif-instructional mean did not differ sig-
nificantly from the no-training mean for the LDs. Neither condition-
control comparison was significant for the normally achieving groups.

Lo



Table
Means, Standard Devistions and F Ratjos fop

Mean Number of Correct Solutions on the Buccess Task

Source ar M F p
Group (A ! BT < l.J S
Conditjon (n! . 6,017 1,068 LS8
AB O $.717 1 H9S BN
Within ‘u 1.6
Ntor Seilf No

Assistance instructional Training

he! R M SD M e
Y ‘o L. 068 3.3 1.967 .8 1.033
NA 3.7 1.70 “.3 1.059 3.2 1.619

-

Means, stand:rd deviations and F ratios for the number of prob-
lems given up prior te~ solution on the Success Task are reported in
Table 3. Fiéurv “ jiots the means for the LD and normally achieving
groups as a functinn of training condition. A significant interaction
Of &roup and -ondition was obtained (F(Q,SA‘\'- 3.857, p<€ .027). A
marginAl main effect for group vas observed (F(1,54) = 3.179, p € .08),
but there was no main effect for condition. The planned orthogonal
contrests of the two traiping conditions revealed a significant dif-
ference between tutor-assistance and self-instructio training for

the 1Ds (X(LD-TA) = 0.6; R(LD-SI) = 1.7, F(1,54) = 5.127, p <€ .05),

e
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Figure 2. Mean nusber of :orrect solutions on the

Success Task as & Munction of treining condition.
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ks
with LD8 in the tutor-assistance condition giving up fewer problems‘’
pPrior to solution than LDs in the self-instructional condition.
Dunnett comparisoﬁs indicated fufther that LD boys in the tutor-
assistance condition gavé up fewer problems prior to sqlution than
their né-training controls (X(LD-TA) = 0.6; X(LD-NT) = 1.8; t(3,54) =
2.471, p < .05). Normally achievipg boys who received tutor-assistance
or self-instructional érainihg did not differ significantly from
their no-training controls in the number of problems given up prior to
solution but tests of the simple group effects indicated that the “
normai achievers gave up less frequently than LDs in both the self-
instructional (X(NA-SI) = 0.6; X(LD-SI) = 1.7; F(1,54) = 5.129, p < .05)
and no-training (X(NA-NT) = 0.8; X(LD-NT) = 1.8; F(1,54) = 4,239,
p €.05) conditions.
" Table 3
Means, Standard Deviations and F Ratios for
Mean Number of Problems Given Up Prior to

So%ution on the Success Task

Source ar MS F p
Group (A) 1 3.750 3.179 .080
Condition (B) 2 .817 < 1.0 .505
AB 2 L.s50 3.857 .027
Within . 54 1.180
Tutor Self No
Assistance Instructional Training
M SD M- SD M SDh
LD 0.6 .699 1.7 1.159 1.8 1.135
. A} =
NA 1.2 1.399 0.6 .966 0.8 1.033
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Figure 3. Mean number of problems given up prior to solution

on the Success Task as a function of training condition.
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Table L reports a condition effect for the mean time per prob-
lem on the Success Task (F(0,p4) = 3,140, p € .051). There were no
significant group or interaction effects. The means for the LD and
normally achieving groups are plotted in Figure L. The planned ortho-
gonal contrasts of the training condition means failed to reveal signi-
ficant differences between self-instructional or tutor-assistance
training for either the LD or normally achieving groups. Compar:sons
of the training conditions with their no-training controls by the
Dunnett test revealed a significant effect for the normally achieving
group. Normally achieving boys in the no-training condition took
longer time per problem when compared with normal achiewers in the
self-instructional condition (X(NA-NT = 137.989; X(NA-SI) = 100.017;
t(3,54) = 2.630, p € .0%). The effectiveness of self-instructionsl
training for reducing the mean time per problem of the normally
achieving boys was, however, qualified by & marginally significant
difference between the tutor-assistance and no~-training means
(X(NA-TA) = 106.09u; X(NA-NT) = 137.989; t(3,54) = 2.216; p € .06).
When this marginal effect is taken into account, tutor-assistance
training was nearly as effective as self-instructional train*ng for .
reducing the mean £ime per problem with normally achieving boys. For
the LDs, neither the self-instructional or tutor-assistance boys
differed significantly from their no-training controls for‘the mean
time per problem on the Success Task.

To integrate the results,of the three Success Task analyses, the
performance of the LD a?d normal.y echieving boys will be considered

separately in termc of the significant effects for each of the two

-
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Table b
L4 Means, Standard Deviations and F Ratios for
Mean Time per Problem on the Success Task (
’

Source df M3 F P
Group (A) 1 539.398 < 1.0 AT
Condition (B) 2 3252.738 3.1k2 .051
AB 2 124%.030 1.203 . 308
Within 54 1035.268

. Tutor Self No

Assistance- Instructional Training
- X ‘§!L==
., “‘0“',‘

, M LM SD M SD
LD 109.996 34,400 102.367 25. 348 113.792 27.%21
NA 106.099 28.297 100.017 28.965 137.989 LL. 590

groups. For LD boys, tutor-essistance training was more effective
e

P

>

1an self-instructional training for reducing the number of problems

[
,.given up prior to solution (see Figure 3) but significant differences

- did not occur for either the number of correct solutions or the mean
w"’time per problem, 'Thus, in terms of one of the three Success ;Lsk
dependent variables the data support the hypothesis (1b) that tutor-
assistange training will be more effective than self—instrucfionai
training for reversing learned helplessness in learning disabled

boys. In addition, comparisons of the two training conditions with

the no-training control condition yielded significant effects for the

L



49

140

Normally

Achieving
125 -

Mean Time in Seconds per Prqblem

g
110 |- -~ /Leaming
_ Disabled
N ]
95 1 ) 1 J
Tutor Self No
Assistance - Instructional Training

\

¢

Figure L. Mean time per problem on the succdes Task

A

as a function of training condition.



50
number of correct solutions (see Figure 2) and the number of problems
given up prior to solution (see Figure 3), with LDs in the tutor-
assistance condition solving more problems and giving up less fre-
quently than their no-training controls. The effective performance
on two of the three Success Task dependgent variables of the LD boys
who received tutor-assistance training, relative to their no-*raining
controls, provides further support for the effectiveness of tutor-
assistance procedures for.reducing learned helplessness in learning
disabled boys.

For normally achieving boys, significant differences between
tutor-assistance and self-instructional training were not obtained for
the three Success Task dependent variables. Consequently, the hypo-
thesis (la) that self-instructional training will be more effective
than tutor-assistance {raining for reversing learned helplessness
with normally achieving boys does not seem tenable. Subsequent compar-
isons of the two training conditions with the no-training control con-
dition did, however, reveal a significant effect for the mean time per
problem on the CTuccess Task (see Figure 4) with normally achieving boys
without training taking more time per problem than normal achievers in
the self-instructional condition. When the marginally significant dif-
ference between the tutor-assistance and no-training groups is con-
sidered as well it is evident that the data provide only slight support
for the effectiveness of self-instructional procedures for reducing
learned helplessness in normally achieving boys.

To test the hypothesis (1lc) that children who do not receive

training will exhibit learned helplessness, planned orthogonal



contrasts between the no-training group and the average of the two
trained groups were carried out for the three Success Task dependent
variables. Sigqificant effects were obtain%d for two of the three
Success Task dependent variables with the untrained boys solving
fewer problems than the trained boys (R(NT) = 3.0, X(trained) :)
?.925;‘f(1.5h) = L.63, p € .0%) and taking longer mean time , -r
problem (X(NT) = 125.891; RX(trmined) = 10k.61; F(1,54) = L, 375,
p< .05). Hypothesis lc was, therefore, supported in terms of twe L
the three Success Task dependent variables,

In view of the obtmined group by condition interaction for the
number of problems given up prior to solution on the Success Task,
it is plausible to assume that the LDe and normal achievers wvere
reaifing differently to the experimental manipulations. Consequently,
the results for the LD and normally achieving groups, which are
reported in Tables ., 3 and L, were alsd examined in terms of the
expected helplessness effects. As expected from a helplessness per-
spective, LDs5s without training obtained fewer correct solutions
(X(LD-NT) = .9, X/1.D-TA) = Lol t(3,54) = 2,555, p < .05), and gave
up more frequently (X(LD-NT) = 1.8; X(LD-TA) = 0.6; t(3,54) = 2,471,
P €+.05) than LDs who recceived tutor-assistance training. Contrary
to expectation, the LD boys who did not receive training failed to
take more time per problem than their trained counterparts. When the
greater tendency of the LD controls to give up on a problem is con-
sidered as well, however, it is plausible t@reinterpret this failure
to take longer on the problems as a failure to persist with a task

once & solution ic not readily apparent. - *he context of their



performance on the first two dependent variables, therefore, the LD

controls’' deficiency in task persistence may be viewed as a manitesta-
tion ot learned helplessness,

A contrasting pattern of behavior is apparent when the Success
Task performance of the normally achieving boys who did not receive
training, is considered. In comparison with their trained . ‘unter-
parts, the untrained normal achievers did not differ in the number of
correct solutions or number of problems given up prior to solution.
Thus, in terms of their perfarmance on the first two Success Task
dependent variatles, the prediction that boys without training would
exhibit helplessness effects was not supported. When the training
condit.ions were compared with the no-training comdition, for the normal
achievers, the »xpected longer time per problem was observed (X(NA-NT) =
137,989 X(Nia-.0) = 100,917, t(3,5L) = 2,639, p €.05). In terms of
the mean *ime per problem, therefore, the expected helplessness effects
were apparent in the Success Task performance of the normally achieving
controls. When the increased time of the untrained normal achievers
is considere! i+ the context of their performance on the first two

.

dependent variatles it is evipgpt fhat these children persisted with
the problems ta obtain the same number of correct solutions as the
normally achieving trained boys. Consequently, when their overall
performance on the Success Tasks is taken into account, the evidence
for the presence of helplessness deficits with normally achieving
boys who did not receive training is very slight.

Continging motivation choices failed to support the second

research hypothesis that training conditions which differentially

&
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emphasize the role of external and personal resources for coping with
failure will differentially influence continuing motivation. Fre-
quencies for continuing motivation and noncontinuing motivation choices
are reported in Table S. Normally achieving boys who received self-
instructional training failed to make more continuing motivation
choices than normally achieving boys Who received tutor-assis‘ance
training (Xz(l) € 1.0, NS; Hypothesis 2a), and LD boys who received
tutor-assistance training did not make more continuing motivation
choices than LD boys who received self-instructional training
(X2(l) < 1.0, N5, Hypothesis b). Furthermore, boys without training
did not differ cignificantly in their continuing motivation choices
from boys who received training (X2(1) <€ 1.0, NS; Hypothesis 2c).

Table S
Frequency of Continuing Motivation Choices

.. ... A&
for each Training Condition

Continuing Non-Contdnuing

Motivation Motivation X2b
Tutor Assistance 9 1 L, g#
LD Self Instructional 5 5
No Training 6 4 0.1
Tutor Assistance 6 L 0.1
NA Self Instructional 5 5
No Training 9 1 L.ge
p «.05
a n =10

H
[

b Corrected for continuity, df
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When continuing motivat ion and noncontinuing motivation choices
vere compared within each condition.'hovever, significant differences
were observed. For these comparisons a chi-square test of the equality
of frequencies falling into the two categories was carried out. LD
boys who received tutor-assistance training made more continuing moti-
vation than noncontinuing motivation choices (Xg(l) =L .90, y ¢ .05).
Significant differences were not obtained for the LD boys within
either the self-instructional or no-training conditions. Normally
achieving boys who did not receive training made more continuing moti-
vation choices Yhan'noncontinuing motivation choices (X2(1) = L 90,

P < .0%). Normai achievers did not differ significantly within the
two training conditions.

Although S1gnificant between group differences were not obtained,
the finding that Lls who recejved tutor-assistance training showed more
subsequent interest ip the Sucress Tagk tangram puzzles than in an alter-
native activi*ty is consistent with the hypothesis (2b) that tutor-assis-
tance training would have & more positive influence on the continuing
‘motivation of LI “hildren than would self-instructional training. In
contrast, the finding that normally achieving boys without training
made more continuing motivation than noncontinuing motivation choices
is clearly inconsistent with the expectation that children who develop
learned helplessness would not develop continuing motivation (Hypo-
thesis 2¢). The continuing motivation shown by the untrained normal
achievers may Qe a further indication of the specificity of helpless-
ness effects among normally achieving children. 1In the case of the un-

trained normal achievers, impaired task performance on the Success



Task did not depress subne%yvnt interest in the tangram puzzles, the
predominant continuing motivation chojce,

With regard to the continuing motivation choices, the negli-
gible selection (. NAs, 1 LD) of the network purzles similar to the
Failure Task is of interest. The findings of earlier repetition
choice studies (e.g., Butterfield, 1969; Crandall & Rabson, 160)
vould suggest that success-striving chiﬁdfen tend to select the task
on vhich they had previously failed (i.e., the Failure Task network
puzzles ). [n the present study, hovever, it is highly probable that
the unsolvable network puzzles would be perceived as considerably
more difficult than the tangram puzzles which, in addition to their
solvability , werem designed to be of an intermediate difficulty level.
Sincé recent studies (e.g., Young & Egeland, 197€¢) have also indicated
that perceived'difficulty ievel is a critical factor affecting chil-
dren's repetition choices, the choice of the tangram puzzles as the
predominant continuing motivation choice in the present findings is

not unexpected,

The third hypothesis that normally achieving children will

attribute failure to the adoption of specific task strategies more
frequently than will learning disabled children received some support
from the attribution data. The adoption of task strategies was
examined in terms of the use of personal strategy attributions which
rt‘lected the integration of personal task strategies with problems
posed by the task.

As indicated in Table 6, responses to the attribution question

"Why do you think you had trouble solving the puzzles?” on the Failure
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Task did not differ significantly for the LD and normally achieving
groups. Personal strategy attributions (e.g., | either started on the
vrong spot or | didn't figure out the way) and task difficulty attribu-
tions (e.g., They vere kind of tough) vere made by both LD and ﬁirnnlly

achieving boys, and don't know responses were frequent (‘0% for LDs;

LO% for NAs). Significant Jifferences in the LD and normal s« “ievers' .

use Of the persovnal strategy attribution did, hovever, appear i1 res-
ponse to the probe juestion "Why did you give up before solving some
of the puzzles?” on the Fajilure Task. Table T indicates that 57% of
normally achieving buys compared with 7% of the LDs gave personal
strategy responses (z = 2, 3% r €.05), Consequently, vheh the res-
ponses to the probe question are taken into account, the prediction
that normaliy achieving students would use more persona. -*rategy

attributions than LDs is supported in terms of the Fai..-- “agk verbal

data.
Table 6
Frequencies »f Causal Attributions for Failure
on the Failure Task
Category D (n = 30) NA (n = 30)
Personal strategy 7 11
Task difficulty R 7
Don't know 15 1c
2

X" = 1,288, df = 2, NS
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Table 7
Frequences of Causal Attributions for Pailure
in Response 'O the Probe Question
”

"Why did you give up before solving some of the putuoﬂt'

, a
on the Fajlure Task

lategory WO(N = ) NA (n = '8) M
Personal strat.gy R le RESEERN
Task diffic.lvy ; 4

Time »

on't know R -

a Excludeg " su!tec*: who made incorrect solutions and d4id not
. &lve up,.

X m Q.83 qr = (<.

L r < 0

For the Uuccess Task, responses to the attribution question "Why
ic you think you had trouble solving the purzles?” also indicated the.
salience of ;~~~~nal strategy attributions for normal ly achjeving boi(
The data presented irn Table B indicates that of the boys vho, f.xln‘ on
one or more of the six puzzles, 54¥% of the normals COIp..red vixh l” &

of the LDs gave personal strategy attributions (z = 2&5, p <. 05)

‘ : .
As indicated in Table 9, when t?n attrlbut ion responses to t e Sucqe.i )
’ \
Task attribution question were examined within each conditi y the'
- -
no-training control groups showed significant differences i al ¢

attributions for failure. Normally achieving boys vho did pet, r§ceive

') .

1 )
training made more personal strategy attributions (e.g., I‘ff!ed to

fit the big piece first but it didn't alvays fit) than tas rfivulty
1
o«

1

“
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attridbutions (e.g., It was too hard for ®e). A reverase patiern vas ob-

teined vith the LDs (} € .0%, Fisher exact probabdbility test).
®
Table Y
Frequencies Of ‘susa) Attributions for Failure

. *he uc "ess Tuk‘

e —————————————— . A = i o i o i e ——

Category Dy o= 7)) NA (n = 24 ?
Fersonal strategy Y 13 S, 1640
Tas¥X d177: ~ulty . ’ A6
Jon't knouw ) L AR S |
> —
X = T 290,10 = ., <
a Exciludes 2 syt lects whe  btained six ~orrect solutions.
b Corrected for continuiby.
s p < .5

° Table

Frequencirs of Perscna. S*trategy and Task
Difficulty Attridbutions for Failure on the Success .
y ]

' 4
Task for each Training Condit‘iof\'

=S .

- Tutor Self Bo
Assistance Instructional Training
Category w NA LD NA [0 A
Personal strategy 2 4 2 3 1 6
Task difficulty L 2 2 4 6 1

a Fisher exact probatility ‘est, p <.05
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- In terms of the control groups' responses, the Success Task
atﬁ’ibﬁtion data confirm that normally achievi;; boys tend to make
more bersonal strategy attributions than learning disabled boys. The
use of the personal strategy attribution, in turn, suggests that hor-
-mal achievers are more williag than LDs to take responsibility for
their failures. )
In view of its exploratory nature, three subsidiary analyses

of the attribution data were carr;ed out. Data for the following
analyses are reported in Appendix G. The first analysis examined
verbal data from the boys who achieved correct solutions for all
Success Task puzzles (6 NAs, 3 LDs). 1In response to the question
"What éid you think about when you were stuck on a puzzle?" eight

of the nine successful boys referred to personal str;tegy cognitions
(e.g., I was thinking if I could change the big one on the other'side
it might help) while one referred to renewed effort (p € .05, Binomial
test). The successful boys' use of the personal strategy response is
a further indication of the salience of strategy-oriented cognitions
for effective task performance.

L J
The second subsidiary analysis examined the responses to the

a

probe question "What did you think about when You were stuck on a

puzzle? of the boys who had previously answered don't know to the
attribution question. Of the children giving don't know responses on
the Failure Task, 85% subsequently gave personal strategy or ;xternal
attributional (task difficulty or time) responses while 15% maintained

don't know responsec (X2(1) = 13.37, p €.001). Of the 85% who did not

‘maintain the don't know response, more boys stated that they were
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thinking about strategies for solving the puzzles than about external
aftributions for failure (Xg(l) = T7.3L8, ﬁ <.01).

A similar use of strategy-oriented cognitions was reported by
the 1L boys wha responded don't know to the attribution question on
the Succeif Task. Of the 14 boys, 86% subsequently gave personal

strategy or internal attributional (effort or ability) resdponses to

the question "What did you think about when you were stuck on a

puzzle?" (X2(l) = 5.786, p €.02). Of these bo ginally signi-

ficant majority (p < 1066, Binomial test) favor onal strategy

over internal attributional respon:;s.

In sum, the subsequent.verbal responses of the boys who initially
responded don't know to the attribution qﬁestion on the Failure and
Success tasks, may be a further indication that specific strategy-
oriented cognitions, rather than géneric causal attributions, are an
important aspect of children's problem-solving strategies.

The final subsidiary analysis of the attributional data examined
changes in attributions from the Failure Task to the Success Task. The
McNemar test for the significance of changes failed to reveal signifi-
cant differences in attributions befween the Failure and the Success
taéks. Thus the attribtution data provided no support for the theoret-
ical proposal (Abramson et al., 1978) that success modifies attribu-
tions alogg;a global-specific dimension. The failure of training to
prg@uce attributional change may have arisen from the brevity of the
experimental procedures. A further consideration is that situational
rather than global attributions vere of more significance for task

performance in the experimental situgtion. This explanation is
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supported by the rrequbney or upvviric'sl ~oriented responses in
the preéeding analyses.

Finally, two ancillary analyses of the descriptive variables,
which differentiate the learning disabled and normally achieving
groups in terms of their reactioqg to failur?!'hre reported. Both
sets of findings are relevant to the occurrence qf helplessn:ss effects
in the learning disabled subjects in the present ;tudy.,

Significant group differences were observed in the untrained
control boys' use of the attribute cards in Phase 2 of the experiment.
When the attribute cards were presented to %he no-training boys as a
neutral task, normally achieving boys made active, constructive use of
the‘materials primarily by classifying the cérds according to their
attributes. 1In contrast, LD boys made passive use of the materials
usuall; by looking at the cards and then leaving them in a stack
(p < .025, Fisher exact probability testi.‘ The ability of ihe normally
achieving untrained boys. to involve themselves actively with an un- .,
structured activity in the absence of tutor direction after a failure
experience, suggests that‘these children, in contrast to the LD controls,
may have developed independent strategies for coping with failure.

The Medi?n tegt yielde&ma significant chi-square for failure-
oriented vérbalizations on the Failure quk (X2(l) = L UL, p < .05).
It is inter&sting to note that the less frequent use of failure-oriented
verbalizations by the normally achieving childre"’; = 2.108, p < .05)
is consistent with perg;rmance data for the Failure Task. A marginal-

[ .
ly significant difference for the mean time per problem on the un-

solvable puzzles of the Failure Task (X(LD) = 11L.609; X(NA) = 135.77k;



t(58) = 1.928, p < .059) indicated that the norflally achieving boys
pe;sisted longer with the puzzles although no such difference had been
observed with the initial solvable puzzles on the Failure Task

(t(58) = 1.394, p ;:.169). The early expression of undesirable reac-
tions to failure on the Failure Task by the LD boys provides some indi-
cation that the prior history of failure of the LD subjJects hnd |
generalized to the novel experimeﬁtal task. It this assumption fs
valid it helps to explain the more marked manifestation of learned

helplessness in the LD subjects on the Success Task when compared to

the normal achievers.

——
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CHAPTER SIX °

DISCUSSION

Summary of the Major Findings

1 For learning disabled children, tutor-assistance training was

»

more effective than self-instructional training for decreasing the
;umber of problems on which the child gave up prior to solution.
Learning disabled children who received tutor-assistance training'
als6 solved more problems and withdrew from the problems less fre-
quently than learning disabled children wﬂp did not receive training.

The normally achieving children who received self-instructional

training did not differ significantly in thed

’

problem-solving perform-

ance from norm%}iy achieving children who recelved tutor-assistance
training. Normal achievers without training took ore time per
problem than those receiving self-instructional tra}ping and marginal-
ly longer than those receiving tutor-assistance training. These un-
trained-chilgren did not differ from the self-instructional or tutor-
assistance groups in the number of problems solved or the number of
problems given up prior to solution.

Contipnuing motivaiion was shown by learning disabled children
who received tutor-assistance training and by normally achieving
children without training. The normal achievers who did not receive
training attributed failure to their personal problem-solving strate-
gies while learning disabled children without training blamed the
difficulty of the task for their failure to reach a solution.
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Discussign of the Major Figdings

The finding that LD children perform effectively and maintain
motivation for an activity with direct tutor-assistance provides sope
8Upport for the continued use Of structured procedures ip resofirce
rooms. In the pregent study, tutor-assistance procedures directed the
children toward the adoption of specific problem-solving strotegies,
The effectiveness of thege procedures for overcoming the disruptive
effects of failure with the LD children is consistent with the find-
ings of other fields of research. In the context of information-
processing theory, Resnick (1976) for instance, has claimed.that dif-
ferences in learning ability "may in fact‘be differences in the amount
of support individualsg require in making the simplifyidg and organiz-
ing inventions that produce skilled performance" (p. 76). The wide-
spread findings of attentional deficiencies in LD students (Hallahan,
1975) may also argue for greater support in the development of integra-
tive abilities with these childrep.

yearning disabled children vitqrtutor—assistance training were
able to maintain effective pProblem-solving strategies on the immediate
test, a task of intermediate difficulty which provided g realistic
challenge for the student. Egeland (1974) reported a simijar effect
when he trained impulsive children in the yse of efficient scanning
techniques. In_this Btudy, as long as the child did not perceive the
task as too difficult he could use ‘his newly acquired reflective
approach. In view of Egeland's finding, the perceived difficulty
level of the Success dask may have contributed to the ineffective

performance of the LD children who received self-instructional
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training, which did not differ significantly from that of the untrained

LDs. Self-instructional training provided an equivalent amount of
information to aid task solution to that provided by tutor-assistance
training. However, success with the training problems in the self-
instructional condition did not generalite to the subsgequent test task
for the LD chil ‘In this case, the greater emphasis the -alf.
instructional ’mm—es placed on personal resources may have ciicited
perceg}ions of task difficulty which generalized to the Success Tasx.
An additional consideration arises from Mettee's (1971) finding that
unexpected success is rejected by children with a history of failure.
For the LD children, the apparent dependence of task solution on the
self-instructional procedures may have evdked SubJectively threatening
cognitions which interfé;ed with problem-solving behaviors .on a sub-
Sequent task.

For normally achieving children, both Self-instructional and i
tutor-assistance training were effective in minimizing lasting effects
Of exposure to failure. This result may be viewed in the light of the
findings of aptitude-treatment interaction studies (Hunt, 1975) that
students high in conceptual level often do as well in structured as in
unstructured classrooms although they usually prefer unstructured
settings. The greater verbal abilities of the normq?ly achieving
child®en in the present study may be considered as indicative of their
higher conceptual level. Consequently the effective Performance of

<
the normal achievers under both training conditions is not entirely

uneipected. A further consideration to be taken up in the later dis-

cussion of helple‘sness effects is that the manifestation of learned

. -

«
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helplessness in the normal achievers was too slight for the jnstruc-
tional conditions to have any significant impact on subsequent task
performance. '

Overall, the findings for the two groups support the research
hypothesis that successful experiences of coping with failure will
reverse learned helplessness. [n practical terms, however, ('is con-
clusion must be modified by the specificity of the training effects
and the clear implication, that as far as problem-solving behaviors
are concerned, learning disabled nqg normally achieving students have
differing instructional needs. The;tindings also hgld implications
for the proposal of the helplessness theory (Abramson et al., 1978)
that experiences of success will reverse learned helplessness. In
view of the specificity of the training effects in the present study
and the ineffectiveness of mastery procedures in other training studies
(Chapin & Dyck, 1976; Dweck, 1975), future theorizing on the allevia-
tion of learned helplessness may need to refine the notion of success.
The training studies have clearly indicated that all experiences of
success do not induce the belief that it is possible to cope with a
problematic situation,.

The contrasting patterns of helplessness effects also indicate
a difference in the significance of the training procedures for the
two groups. For the LDs, tutor-assistance was crucisl for reducing
helplessness deficits on the Success Task. For normally achieving
children, instructional conditions were less critical for effective
performance. Although impaired performance was apparent in the greataer

length of time required for task solution, the normally achieving
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children were more likely than their LD counterparts to persist with
a problem to reach a solution than to withdraw from it. Furthermore,
the untrained normal achievers were more likely than the untrained LDs
to involve themselves actively with an unstructured’ task in the absence
of tutor direction. Finally, the normally achieving boys without train-
ing showed continuing motivation to succeed with a challengiiuy problem,
a behavior which is incompatible with the notion of learned heljlessness.

The strategies displayed by the untrained normal achievers seem
to be indicative of effective problem-solving perforpance since these
children did not differ in the number of problems Solved from the
trained normal! achievers. Their performance thus provides strong sup-
port for the thesis that the voluntary use of coping strategies is an
important aspect of the growth of independence and mastery. 1In compari-
son, the finding that LR children tend to withdraw from a novel task
when difficulties arise supports the position that these children have
learned to be helpless and that their initial academic difficulties
have generalized to other achievement-related situations.

The LD children did not differ signiric‘ntly from the normally
achieving children in nonverbal intelligence, although a mean differ-
ence of 5 points was observed. Yet on a novel, nonverbal task in the
absence of direct tutor-assistance, LDs showed impaired performance
and an absence of active and efficient coping strategies. Where the
normally achieving children were abld to employ existing strategies
to deal with a problematic situation, the helpless LDs required

explicii assistance in the development of task strategies.

é.
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The dependence of the LD children on direct, structured assis-
tance carries with it the implication that instructional procedures
for these students should also aim at the growth of independent coping
strategies. The components of this transition from ineffective to
eff]Ltive per formance have heen analyzed by Bandura (1977b) in his
recent statement on self-efficacy theory.

. . g@eneralized lasting changes in self-efficacy and
behavior can best be achieved by participant methods using
powerful induction procedures initially to develop capa-
bilities, then removing external aids to verify personal
efficacy, then finally using self-directed mastery to
strengthen and generalize expectations of personal effi-
cacy. f{(p. 202)

The present study has illustrated, in miniature, the phases of
this transition. Tutor-assistance in conjunction with training prob-
lems which turned initial failure into success, acted as a powerful
procedure for inducing effective performance in the LD children. Per-
ceived competence iu'implicit in the LDs' subsequent effective perform-
ance on the novel test task in the absence of external aid, and their
apparent willingness to return to the task at a later date., The goal
of self-directed mastery is illustrated by the normally achieving
childyen's use of coping skills to aid effective performance.

The attributional findings have emphasized the salience of
strategy-oriented coknitions for children's problem-solving behaviors.
A personal strategy response attributes failure to ability factors,
but differs from the generic attributions to ability obtained in
earlier studies (e.g., Dweck & Reppucci, 1973) in that the inability

is specific to a particular task strategy. Personal strategy attri-

butions, therefore, differ from ability attributions which focus on
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stable, internal reasons for failure. The integration of a 8ituation-
ally-specific inability with task performance suggests a focus on the
requisite coping skills available to the learner. While the use of
personal strategy attributions implies personal responsibility for
task failure, in marked contrast to generic attributijons to ability,
it does not imply an immutable state of affairs. It is usual.y pos-
sible to attempt an alternative task strategy.

The situationally-specific nature of the attribution data in
the present study has not been unanticipated by the attribution theor-
i1sts. Recent statements from Weiner (1979) and Kukla (1978), for
example, reveal an increasing recognition of the situational deter—
minants of attributions. Nor have the attribution theorists been
unaware of the distinctive nature of children's attributions. The
self-instructions and self-monitoring verbalizations of mastery-oriented
children (Diener & Dweck, 1978) and the task-oriented verbalizations
which accompany the mastery behaviors of young children (Nicholls,

1978) are conceptually akin to the personal strategy attributions. .

In a recent statement, Maehr and Nicholls (in préss) have argued
that verbalizations of this nature are indicative of task-oriented
achievement motivation. Task-oriented achievement motivation is
contrasted with self-enhancing achievement motivation, for which
ability attributions of the type suggested by earlier learned helpless~
ness studies are salient. Maehr and Nicholls suggest that task-oriented
achievement motivation is fostered by a noncompetitive environment.

If task-oriented achievement motivation does underlie the

reported findings this has important implications for the education of
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learning disabled children. Both LD and nor;ally achieving children
made use of strategy-oriented cognitions and it was only under certain
circumstances (e.g., the Success Task performance of untrained boys)
that significant differences in their use of strategy-oriented verbali-
zations begun.tu appear. Although the noncompetitive experimental
procedures may have evoked the initial appearance of the stre rgy-
oriented verbalizations, the absence of perceived coping skills in the
untrained LDs apparently reduced their effectiveness for directing
sSubSequent task strategies.

In the terms of the preceding analysis, untrained normally
achieving children were able to direct their cognitions toward alterna-
tive strategies for coping with the fajilure. Thus, strategy-oriented
attributions themselves may be employed as coping strategies for dea)-
ing with initial failure on & task. In this way the attribution of
failure to a specific strategy may cue the child to attempt an alterna-
tive approach. The helpless LD children, in contrast, who tended to
blame tas§ difficulty for their failure, would be more likely to
inhibit further a‘'tempts at solution and withdraw from the task. The
use of a task difficulty attribution may then reflect an inability to
differentiate a task in terms of its component problem-solving
Strategies.

The performance Jata have already indicated that LD childre;
require explicit help in the development of effective task strategies.
The attribution data further suggest)that LDs can bq assisted to recog-

nize strategy-oriented attributions a8 & cue for trying alternative

strategies instead of a oue to withdraw from the task. The effectiveness

v
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of the modifieg ~ffort-attridbutional procedures vhen these vere jnt¢g-° N
&rated with tutor-assistance training provides some .upport.ior the
remedial functijon of strategy-oriented cognitions, Such an approach
has potential for integrating attridbution retrajining procedures vieh N
the specific attentional and integrative deficiencies exhibited by
the disadbled learner. Consequently, it represénts an advance 'n the
Reneric effort-attribuytion retraining procedures which fail tou tyxe
Into accouynt the lrobable origins of the passive task strategies of
LD children. While Speculative, it ig provable that many children
have lapsed intq Passivity when they have been exhorted to keep trying
In the absence of tne requisite skills for effective performance.
Jverall, the attribution data provide promising support for the
value of cognitive instructional models (Wittrock, 1979) for the devel-
>pment of remedial educational services. Further, the salience of
cognitions for subsequent coping strategies confirms the valuye of
investigating children's constructive responses to failure. In this
respect, the open-endeg questioning technique may be a vajuable tool
for future investigations of children's attributions. The findings
of the present Study have indicated that the situatjona] responses
elicited by Open-ended questions may provide a clearer picture of the
function of attributiong in achievement situations than do the resylts
of forced choice procedures. Perhaps this claim is most clearly
supported dy the significant differences which occurred in the LD and
normally achieving students' yse of personal strategy attributions.
Previous studies which have used indirect generalijzed Reasyres to

elicit perceptinns of responsibility for fajlure (e.g., Chapman &
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Boersms, 1979) have failed to yleld significant differences betveen

9
learning disabled and normally @ . ving .t.udon‘.
.|

e
.

The behaviaral manifestations of the phenomenon of learned
helplessness have been h;tuud by the reported findings. Another"
question, hoveveg, concerns the extent to which the behavioral dats
support the construct of personal helplessness. For the 80rzally
achieving children, impaired performance was evident only 1n the
longer time required for task solution on the Yuccess Task. ln vieg,
of the verbal and performance data vhich suggest that normally schie:-
'na students have developed strategies for coping with fajlure, thg
term, learned heiplessness, seems an unnecessarily severe descriptijon
of their impaired p’f%onn.nco. The effectiveness of the coping
strategieg usad 'by f'hé r'xol-gl controls strongly suggests that these
~hil.d®en heljeve i'ulthexr.,‘tbility to deal with proi)lmtic situations.

LA cOn?ragtiﬂg ficture is presented by the 1D data. For the LD

a .
children, the‘bp‘uyioru manifestations of learned helplessness vere
marked and consistent. It seems reasonable t:o conclude that the his-
tory of f‘n’lx;u-e ‘u.p:.e cgil‘dren have expewienced in the school setting

¥

has generalized to z;re novel experimental situation. Purthermore, the
generallyilé\:er levels of lcw nchievement of the LD n-p‘le indicate
the bvom;( m;nife.titiOn Oof inactive and inefficient task strategies.
.In adl@jtion to uhsigniricmt differemse in verbal abjlities, s
non!ignifi';:an.t trend toward iova- levels of nonverbal and quantitative
ability vAs observed from the Canadian Cognitive Abilities Test scores,

for the LD subjects. Consequently, some consideration should be given

to the possidbility that insteed of learned helplessness these children

r
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were exhibiting generally lower levels of ability’. The effective
perforﬁance*S} the LDs in the tutor-assistance condition does mili-
tate against a general ability explanation of the findings. 1In terms
of ﬁ%e per formance data, therefore, the concept of learned helpless-
ness seems to provide an appropriate description of the LDs' impaired
problem-solving behaviors. | b
An inconsistency can be detected in tﬁe findings relating to
LD students. The theory of learned helplessness (Abramson et al.,
1978) holds that persongl helplessnéss involves q-ternal a;tributions
for faidure. This proposal is consistent with tﬁe findings of other
studies (e.g., Butkowsky & Willows, 1979) which show that helplessness
is associated with internal attributions ‘Por failure and e#ternal d
attributions for success. In contrast, the LD control children who
showed impaired performance on the Success Task attfibuted failure to
task difficulty, an external factor. )
Some resolution of the apparent inconsistency between the un-
trained LDs' performance and attribution datg is possible when consid-
eration is given to Bandura's (l977b)ttheory of self-efficacy.
Bandura argues that perceﬁtions of self-efficacy should be based on a
microanalysis of chived COpiﬁg capabilities. 1t has already been
argued that LD oh aren's'inerficient and passive task strategies
are s:ibciuted wvith their failure to use strategy-oriented cognitions
as & cue to attempt alternative approaches. Frém this perSpe;tive,
it is plausible to assume that LDs, in the absence of direct help with

_ _ N
the developlent of task strategies, escape from the problem of task

solution by claiming tRat the task is too difficult. ‘Although

‘ /
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speculative, the notion that the 1D child perceives a task to be too

difficult when he is unable to establish effective task strategies
' gonsistent with the concept of; personal helplessness. As

dura (l977b) has argued, a Chlld who espeqts couree grades to bhe

d“;ndent entlrely on skills he does not PoBsess has every reason ‘to

be demoratized.
J

LI ’

The findings of the present study have raised the possibility ~‘ ,

that the manifestation of learned helplessness in problem-solving situ-,
&

ations may be partially determined by the avallab111ty of tnsk strate-

gies for coping with the problemasic 51tuat10n In this regard the

apparent absence of coplng strategies for overcoming a helpless reac-
v

tion to failure, in th¢ LD subjects, is consistent with tahe argument " 'w
4

/
of Torgesen (1977) thgt learning disabled children are deflclent in | "

the use of active and efficient task strategies. Torgesen suggests
that the ineffient performance of learning disabled children relates
to' a deficiency at the metacognitive level (Flavell, 1976) rather than'
with the gﬁild's basic cognitive processes. Flavell defines the term
“metacogpition" as one's knowledge concerning one's own cognitive pro-

cesses and products. Thus metacognitive variables may reflect a mix-
L 4

ture of cognitivp and Tcn’x"oetive charge 8tics which arfect the v
X "N + 24 v ,
child's adaptatxon to task. rGQulreme‘§§4 ’
The present findings have_emphaé“gihthe role of effective

strategies for dealing with failure, in terms of problen-sdlvxng per-

-

formance and of cogn1t1ve-:§arenesa of task strsteg1es. Debate on the

theory of learned helpleasness (e.g,, Miller & Norman, 1979) has

v . -
focused on the issue of whether helplessness effects obtained in the

. . ]
N .



P 75
experimental studies of the construct, represent a cognitive or emotion-
al deficit. The implication of the present findings, that lE:fned help-
lessness may exist at the metacognitive level, throws some insight on
thie above issﬁe. Accordingly, the study of learned helplessness as it
interrelates with a variety of metacognitive variablgs appears to be a
fruitful area for future research.

A final considexution concerns the extent to which the findings
arwomiatent with the theory of continuing motivation, The preceding,
disc;ssion has developed the idea that the voluntary Qse of coping
strategies by normlily achieving children successfully minimézed any
lasting effects of failure. Direct assistance w&th organizing problem-
solving strategies apparently performed a similar function with the
learning disabled children. A corresponding increase in the number of
continuing motivation chojices by the untrained normal achievers and the
LD;.who received tutor-assistgnce, vas also interpreted in terms of
coping strategies. Thid emphasis on the coping dimension of continuing
motivation is not necegsarily incompatible with the concept of con-
tinuing motivation. The ability to sustain interest in a task doeé .
imply the presence of. active, independent task strateéies.

Alternative explanations for the increases }n continuing motiva-
tion 3’1’309; may, however, be raised. A c;mpetin"g theory to the learned
helplessness model is the theory of egotism (Frankel & Snyder, 1978;
Snyder, Stephan, & Rosenfield, 1978), which accounts for the phenome-
non of increased effort following helplessness inducéion by the need .
to restore ;elf-eateem. }limilar explanation, derived from research
on self-revard (e.g., Bandurs & Whalen, 1966), views an increase in

3
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self-rewvard following failurc as self-therapy, or behavior engaged in
to make oneself feel better. Both theories can account for the in-
creased motivation of the untrained normal achievers following help-
lessness induction. Again, neither explanation is Yncompatible with
the construct of continuing motivation. The conditions eunder Yhich
continuing motivation occur have still to be fully explicated fMaehﬁ.
1976) and it may be that factors of self-esteem and self-therapy are
associated with behavioral indices of continuing motivation. Further-
more, the desire to restore Self-esteem may be viewed as a reflection
of the need to reconfirm perceptions of personal efficacy. From this
perspective, the interpretation of the increase in continuing motiva-
tion choices‘as 8 coping strategy gains credence from both the egotism
and self-efficacy theories.

The predicted influence -of self-inétructional procedures og the

4

contindihé QS\ivation of norﬁglly achieﬁing students was not demonstrat-
ed. Nor diqd t}\xe\e*pected mion of motfvational deficiencies and
helplesgsness deficits eme?g;., ;everal factors could have contributed
to the absence ot.t2$ expected effects. The brevity of the experiment-

al conditions,.and tﬁe parficular activity used to assess generality

of helplessness.may have interfered with the expected relationships. k'
In vi;; of the effective coping strategies employed by normally
achieving children, the training conditibns may not have been salient
for these subjects. In addition, the most marked inflyence of
instructiona; conditions on continuing motivation has beem with regard
to conditions of evalua%}on (Maehr, 1976). Since the evaiustive dimen-
sion was minimized in the present study, similar effects would be less

likely to occur.
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Despite inconsistencies with the findings of earlier studies of
the construct, the increases in continuing motivation choices shown by
the learning disabled and normally nchi;ving children-under conditions
lof tutor-assistance and no-training, respectiwely, do indicate the
significance of the construct for the study of coping strategies. The
interpretation of continuing motivation in terms of coping str-tegies
thus seems to offer a useful perspective on the alleviation and pre-
vention of learned helplessness in children's problem-solving behaviors.

Application of the Findings

The design of the study restricts the generalizability of the
findings to comparable groups of fourth-grade boys. A second limita-
tion arises from the restriction of the data to laboratory-type tasks

and the absence of naturalistic observations on chi.en's reactions

to failur v inaliy, the kigh variability of response associated with
®
all the d ent measutes suggepts that some caution should be applied
./y' .

in the interpretation of group dif?é;‘ences.' With these limitations in ‘
: [ ]

. »
mind, the results of the study will be @xamined for iffir implications

»

for educational practice and for future rogearch.

The study has provided convincing evidence of the crucial hrt-

) v

anJ; of children's coping strategies for effective performance in

.

problématic situations. Learning disabled children have been shown to
be deficiemt in thé voluntary use of coping strategies. In the case
of these students explight help in the use of efficient strategies ®

was effective in minimizing the disruptive efrects of failure. In view
y ’
of the learning disabled student's dependency on external aid, the
]

data strongly suggest thatvintervention procedures with these students



78
should focys QN the development of indepo‘ndent coping strategies in
addition to 8pecific cognitive remediation. .

The ability to cope with fajlure requires the lguner'a accep-
tance that uncertainty and error are & normal pu’t of learning. Having
recognized the pProblematic nature of" the situation, t'he independent ’
learner then requireg the belief that he can cope with the Particular
challenge. Band&c's (19771D1) theory of self-efficacy has suggested
that perceptions of personal et"icacy are dependent upon successful
experiences with the component Goping capabilities Of effective per-

formance, From this perspecti‘e, it is essentia) that c”j‘ld ex-

initial task failure. Mastery learning approaches upon
3

structurefi experiences of suc‘éess; do pot therefore,
necessary cond&ons for develo ived coping skills,

d, 1974) that many teachers
do not kmow how to respond to fai If ins’bructiona;l Procedures

.‘o pPermit errors to ocCur, teacher ha of the WIong responses
. .

helpless studenss may be critical for subsequent attempts at

coping with error. The attributional data hav ested one method

by which teachers can channel the student'; w'rexyl reactions to fajle
ure into efficient task strategies. Ir teachers' responses i.re Promp-
ted by children's Specific cognitions qf the task it is then feasible
to integrate interve_ntion p;0cedures with the individual's percej.ved
deficieﬂél’.‘. E .‘\:i:ending to ait\&tiém 88 they are perceived by
She jearner, teachers thus have a practical approach for sttempting

to deal vyith individual differences in achievement. Ip terms of the \

L]
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y . 19

Il

ubm_re Snalysis, a coping-based approach toﬁucntiond_rn«iation will
require the adoption of a cognitive model of instruction,.

One further concern ror“the educator arises from the proposed
cognitive mqdel. If children's cognitions are to form a basia for

-

teq.chers' intervention procedures it follows that the educational

A ',
utk.in. BUs$® provide a hencompetitiye atmosphere in which strgtegy-
onénted C.:)‘.nitlons will emerge. An overemphasis on evaluation is
likely to evoke t,he debilitating ability attributions which inter-
fere with attempts to cope v1th 1n1t1’1 task failure.

'Finllly, several implications fop future research on children's
reactipns to failure arise from the results. The Voluntary use of
co,ing“_strutegies by the ,normally achieving atuc{ents suggests that‘a
mtural;stlc investigation of children's 1ndepe% and constructl've
respms to failure in the classroom settug v’d tap a rich source
‘of data relating to the role of coping strategies in learning. Further-
more, a nhtur&llatxc approach has potential fop docunentlng the 1ndxv ’
vidual dmferences affecting children's reactions to failure.’ ‘

o . .

A se¢ond direction ro;- fesearch lies in the development of inter-
vention propedures for' integrating children's .co‘nitiom Qf a tll‘k
with desiralle task strategies. The value of such & development lies
not only in its attentlon to the problem of individual dxfrerencesel
learning, but ror its potential application to the insights of other
.fieldl of resgarch concerned with the problf learner which have

identified specific deficiencies in problem-solvipg strategies,

3 J
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APPENDIX B

THE TRAINING TASK MATERIALS

y
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Notes. 1. Actual size of each card was 10 by 6 cm.

\ ‘ . .
2. Each card varied according to the three attributes: shape, ‘

number of objects, and color (red, yellow or green).
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Note. Actual size of card was 10 by 6 cm.
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Training Task -
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" ‘ he Attridute Cap

’

Introduce the tutor-assistance and self-instructional conditions

‘with the folloving words.

The next pu:ilol are called sequences. This time if you

have troudble solving the puszzle you can do something to .

help yourself wvork it out, '
Spread the 27 attribute cards in front of the subject and state:

These cards are called pattern cards. The patterns are

different in three vays. Some have a different shape,

some have a different color, and some have a Aifferent

number. A sequence is a series of cards vhich are linked

together by patterns which are the same in tvo wvays bdut

different in a third way.

Introduce the training conditionl vith the demonstration trial.

Tutor-assistance
Demongtration trial. I will show you hov to work out a

sequence. (Place first card and last card in position, i.e., accora-

ing to problem card, select the second (third, fourth) card from the
attribute cerds on the table and place in position in the series.) I
have changed the color (?hape. number) from red to green. The shape
and number are the same. (Continue descridbing each eerd selected in
the same way.)

Practice trial: Introduce training procedure. Here is a

sequence for you to practise with. If you are having trouble there
is something you can do. You can ask me to check each card you choose

t0 help you to work out the sequence.



incorrect move: Np, you are vrong. You have changed both the (coldr)
andethe (shape). You should have changed the (color) only. (Indicate

appropriate card.) S , l
completion: I'l1 check the sequence. Yau hm W one green o

circle to tvo green circles, tvo green circles to two red circles, etc.

Oood. You've fox‘d & vay to wvork out the sequence.

__w_} Bilure trials plys trajnipg proceduses
M Children your age usually choose the

8 sequence in 20 seconds so I will stop you if

card by then, or if you make a mistake.
Interruption: No, your time is up. You should change the (color).
The (shape) and (number) vill stay the same. (Continue responses to
incorrect moves and completion as above.)

giu- 6-8: Training procedures vithout failure manipulation.
Maintain assistance following an incorrect move and completion of the

sequence. Discontinue interruption.

Trials 9-10: Success trials. Discontinue tutor check at t..he
completion of the sequence. Provide knovledge of results with "That's
correct."

Self-ins tional

Demopstration trial. I will shov yov: hov to work ocut a sequence,
These cards are cue cards and I vill use them to remind myself about
the color (indicate color cue card), the shape (indicate) or the nusber
(indicate) of the pattern. (Model the use of cue cards to assist vith
card selection and checking the sequence.)

Card selection: I am starting with a red triangle so I will change

the color first (indicate color cue card). The shape (indicate) and
| &

ob
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ovber (indicate) are the same.

. L} [
Completion: I changed a red square to & green square-color (indicete

.color cwe card), a green lqwi Lo two green sjuares-npumbder (indicate),

ote. L\
Practice triel: Introdyce treiping procedure. BHere is & sequenle

for you to prectise wvith. If you are baving t}oublc there is something

/

you can do. You should check the cue cards to help y::u to vork out the
seqQuence. .
lncorrect move: No, 'you are wvrong. You haven't been checking your cue
cards. Check the cue cards to remind yourself about the color, shape,
and number of the pattern. |
Completion: (If necessary provide prompt--"Check your sequence vith
%he cue cards.”) Go?d. You've found a vay to work out the sequence.
Trials 1-5: Fajilure trials plus training procedures.

Introduce timihg: Children your age ulunlIy choose the correct card in
s sequence in 20 seconds o I vill stop you if you hayen't chosen a
card by then, or if you make & mistake.
Interruption: No, your time is up. Check your cue cards. (Continue
responses to incorrect moves and completion as above.)

‘QQ 6-8: Treining gm edures vithout feilure manipulation.
Maintein prompts folloving an incorrect move, and completion (ir
necessary). Discontinue interruption.

Y
Trials 9-10: Success trials. Provide kno:led.e of results at

completion of the sequence with "That's correct.”
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ATTENDIX D

MATERITALS FOR CONTINUENG MOTIVA'TITON CHOFCRS

This drawing is a .

NETWORK

: e
Copy each Network without lifting your pencil and without (/

going over any line twice.

Draw some Networks of your own. *



101



This puszzle is 4

TANGRAM

Cut out the Tangram

pleces.

Fit the Tangram shapes.

Make some more Tangram

shapes to try.

10
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o Arum;x E | N
CODING .CRITERIA FOR THE ATTRINTION DATA
. ‘ R . '

—Mﬂ Refers f.o ovm ruponoibility for task fail-
ure. May bo QMW. e.g., I coulJn't find out
vhere to g0; I tried. ovorythinc .ad ¢ot trapped; qr ' M
ment relating to u-x porror-uod. ¢.E., Because I dtdn't figure out

___,/»hov to 4o one; I couldn't get the idu of them, Perooml strategy
responses to the probe question "inut 4id you think about when you
vere stuck on a puzile?” refer directly to task strategy but do not
necessarily refer to task f.ilure', e.g. .' I vas thinking of hov to ;e;c

! a vay to go; I was thinking\o’t a different vay to try and do.it. All

personal strategy statements are "I . . ." statements.

Task difficulty. Refers to specific fenture'l of the task to
vhich failure can be attributed. Does not associate task cheracter-
istics with own actions Or-strategies which could overcome difficulties °
of tuk]o'i-ution. The difficulfy level of the task nay de exprc;ui'pd
explicitly, e.g., It vas too hard; Some of ‘them were pretty harg; or
implicitly by referring to difficult sspects of the puzsles, e.cf;‘ .
The shapes u-en't‘ i‘i;ht; Cause they hed tricky lines on them. A

) . .
Time. Attributes failure to insufficient time. Refers explici

to the time required for t-h‘e task, e.~g., I took too 1& to do it; I
didn't have enough time; or iglicitg 'by referring to the noxt“puz-
tle, e.g., I thought I should try the next one; I thought- I'd Jult
better go to the next one and not veste time.

Don't knov. Includec ell NR (no response) and don't knoy res-

ponses . ' N



A
\

\

) T coG&mh rg'o;nu in one cetpgory only. If tvo ocatego-
ries are reflected in $he response, code the stat vhich moet
reflects tash involvemems, according to the followi order: (1)

perscmal strategy, (2) task difficulty or time, (3) don't kmov.

Buimples.. I don't know (don't know). ' Maghe I need more time -

(time). Oole--time. < ‘
. » {
T tried to drav it aifferemt vays (slisomal stretegy) ut
there ves slvays Aoc 1ine over (task &ifficulty). Code--personal

‘strategy.
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APTENDIX F
CODING CRITERIA FQR THE SPONTANEOUS VﬂlTaIZATIGB

-@ fugcess-oriented. All verbaligations which refer to attespts
t0 solve the problem. Includo.fgggzziggggggl‘ggg. e.p. I'm going
to change this; I'll fit this bi.,;no tirlt} self-gonitoring, ~.6.,
1 4i4 something wrong here; I can't go like that; statements of task
cogpletiop, 0:3.. There, 1 finnlly‘did it; That one's done; state-

ments of positive affect, e.g., Oh one more--Goodie; I'm bound to get

this one.

Failure-oriented. All verbalizations which express negative

reactions to the task or are task-irrelevant. Includes expressive
statements, e.g., I'm tired, I wish it vas lunch-time; statements of
task difficulty, e.g., This is too complicated; They're getting harder;
statements expressing withdrawal from the task, e.g., I give up on this
ene; 1'm going to the next one;vststenentu of ne‘stixo affect with
regard to the task, e.g., I'm just wasting paper; I'li never do it.

Questions. Asks for help or asks adbout task requirements, e.g.,
Will that do?; Can I go over this line like this?

Note. Mark a statement as ambiguous {f it is not possible to .
tedl from the context vhether it is nuccc‘lo,briented or failure-
oriented. For example, the verbalization "No" could be n-self-noni:

toring statement or a statement of negative affect. (Ambiguous

statements vere subsequently eliminated from the analysis.)
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API'ENDIX G
RESFONSE FREQUENCIES FOR TNE SUBSIDIARY

ANALYSES OF THE ATTRIBUTION DATA

Number of Boys maintaining Don't Know responses
to the probe question "What d4id you think about
vhen you vere stuck on a pussle!” after giving

Don*t Xnow Fesponses to the Attribution Question

on the Failure Task

Personal & External Don't 5
Strategy Attribution Know X P
23 L 13.370 <.,001

Number of Boys giving Perién&l Strategy
or External Attribution responses to the probe
question "What did you think about when you
were stuck on a puzzle?" after giving Don't
Know responses to the Attribution Question

on the Failure Task

108



.Neaponses to the Pro,“ﬂ.tou "What di{d you
think about wvhen you‘ were stuck on & pussle?”

for Boys giving Don't Know. responses to the

Attridution Question on the Failure Task as a

{

Function of Group Membership

Categorm, LD
'Pcroond strategy 10
Task difficulty 3 ' 1
. ~
Don't know 2

Number of Boys maintsining Don't Know
responses to the Probe Question” "What did
You think about when you vere stuck on a
puzzle?” after giving Don't Know responses

to the Attribution Question on the Success Task

Personal L Internal Don't o
Strategy Attributions Know X
12 2 . 5.786

& Corrected for continuity
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Responses to the Probe Question "What did
you think adbout vh‘:a you vere stuck on
e pussle!” for Boys giving Don't Knov ‘
responses to the Att.ribn'uon Question on the \ ‘

" Pajilure Task as a function of Group Memdbership

Category LD A
Personal strategy T 3
Ability 0 1
Effort 1 0
Don't know 2 ) 0

Responses to the Question "What did you
think about when you vere stuck on a
puzzle?" for Boys giving Six Correct .

Solutio‘s on the Success Task

Category LD NA

Personal strategy 3 p)

Effort 0 1




